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The sudden emergence of Covid-19 which began in March 2020 up to these days in December 2021 has brought
to us, overall, new habits of living and, more specifically, educators as well as language instructors from all over
the world have had the urgent need to rapidly change teaching habits so as to adapt to an online teaching due
to this pandemic. This special issue offers the readers new approaches and trends on the teaching and learning
process of English as a foreign language through various indeed interesting experiments which have taken
place at different educational setting during the forced lockdown caused by the pandemic crisis of the Covid
-19.

The issue begins with the editorial article headlined Covid-19: an impromptu or trend-setting factor in research
on language and education? (by L. Raitskaya and E. Tikhonova).

We will try to summarize the different papers from this issue on ELT during the Covid-19 pandemic. Firstly, we
start with an overview of the eleven research scientific papers. The first paper headlined Dealing with Emergency
Remote Teaching: The Case of Pre-Service English Language Teachers in Turkey by R. Agcam, Y.E. Akbana, and S.
Rathert, offers a qualitative study in which the perceptions of a group of 67 pre-service English language
teachers on Emergency Remote Teaching (ERT) practices were explored. An interview form and a focus group
interview were chosen to obtain findings. The obtained data in this research proved that the majority of the
participating student preferred face-to-face lessons than ERT emerged due to the pandemic. The authors of
this study focus on the need to help both students and instructors by offering strategies and instructions on
how to organise learning and teaching. Agcam, Akbana, and Rathert conclude by advising the different ELT
stakeholders to take advantage of ERT’s opportunities.

Secondly, the article Online Learning During the Covid-19 Pandemic: How Has this new Situation Affected Students’
Oral Communication Skills? by E. Alcalde-Penalver and J. Garcia-Laborda investigated the difficulties faced by
students learning English within the online learning context, paying special attention to oral communication
skills. For this purpose, the authors utilized an exploratory survey research design with the aid of a questionnaire.
The findings of this research proved that learners highlighted technical problems as some of the main
challenges, and they did not feel completely comfortable in the online learning environment because oral
communication was completely absent. The participating students also found group video or audio calls to be
the most useful tool for enhancing oral communication in English.

Thirdly, the next research headlined Account of a Foretold Death: Analysing the Response to the Pandemic in
Spanish Schools by A. Chabert concentrated on the relevance of technology accessibility as well as digital
competence within the language learning process during Covid-19. The author of this qualitative research
analysed and contrasted with the aid of questionnaires on the manner schools and educators in the Valencian
region (Spain) helped learners during the confinement in primary education. Through different interviews to
teachers from four schools in the province of Castellon, Chabert examined and compared between the nowadays
reality of the use of technology in primary school and the national guidelines as well as frameworks offered for
teachers.

The fourth article Who Wants to Learn English Online for free? authored by R. Chacén-Beltran and R. Echitchi is
aimed through their demographics research at assisting LMOOC developers and, more specifically EFL. MOOCs
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in Spanish-speaking settings, improving more appealing courses for future learners, taking also into
consideration that alternative learning approaches, such as the MOOC, are necessary due to the Covid-19
pandemic. With the aid of a questionnaire, the findings of this qualitative research showed that most learners
were middle-aged adults who had completed a university degree. Moreover, results of this research apparently
indicate that female learners are more likely to take the courses than their male counterparts. Overall, these
findings represent a good starting point for further research with the main purpose of helping educational
authorities know how positive LMOOCS could be to reach a wider audience.

The next article A Telecollaboration Project on Giving Online Peer Feedback: Implementing a Multilateral Virtual
Exchange During a Pandemic by M. . Ennis, M. Verzella, S. Montanari, A. M. Sendur, M. S. Pissarro, S. Kaiser, and
A. Wimhurst dwelled upon telecollaboration as a tool to enhance language skills acquisition, intercultural
competence, and digital literacies. These authors described a case of a multilateral telecollaboration project
designed to train students on developing collaborative writing tasks. This experiment took place during the
Covid-19 pandemic since there was a sudden switch to remote teaching and learning. With the aid of various
data sources, such as correspondence, observations, class discussions, surveys, reflective writing, etc, the
findings of this research demonstrated that even during a global pandemic, both students and teachers face
similar logistical challenges. Yet, this research reveals the resiliency of telecollaboration in the face of extreme
disruption and its didactic possibilities to exploit virtual exchange so as to develop learning strategies (such as
methods for giving and receiving peer feedback) and meta-awareness of how language is utilized in the real-
world (such as the implications of English as a lingua franca).

The sixth paper headlined The Language of Russian Fake Stories: A Corpus-Based Study of the Topical Change in
the Viral Disinformation Spread During the First Year of the Covid-19 Pandemic authored by A. Monogarova, T.
Shiryaeva, and N. Arupova, considered the outcomes of a corpus-based study of Russian viral fake stories which
circulated during the year of 2020, the first year of the Covid-19 pandemic. The authors proposed a specific
method to analyse the both the main themes as well as the dynamics of topical change within the context of
the Russian Covid-19 fake story. To this end, a set of tools for extract keywords and their frequencies counts
were utilized. The authors evaluated the obtained findings to determine the dynamics of thematic shifts by
tracking the changes in keyword frequencies as well as the use of other high-frequency corpus words.

In the seventh article headlined Students’ Perceptions of ESP Academic Writing Skills through Flipped Learning
during Covid-19 written by S. Montaner-Villalba, the author focused on analysing university students’
perception of ESP academic writing skill and, more specifically, Business English written competence in the
Valencian Polytechnic University within the context of the online learning during the pandemic Covid-19
utilizing the Flipped Learning approach. The findings obtained in this research proved that the outcomes were
positive since most of them showed students’ awareness of their needs and ESP written requirements.

A. Otto and B. Lopez Medina, in their article Promoting Metacognitive and Linguistic Skills: Digital Learning Logs
in Pre-Service Teacher Training, report on the implementation of digital learning logs within an online education
university in Madrid (Spain) in the context of pre-service teacher training. This paper is aimed, firstly, at
analysing whether the learning logs assisted to enhance learners’ autonomy as well as self-reflection and,
secondly, to observe whether these learning logs contribute to the improvement of students’ linguistic
competence using the English language. Participants of this research (n=47), from the Primary and Infant
Education degrees, specializing in Didactics of the English language, were required to complete a digital
questionnaire on their own experience utilizing the logs, answering questions as for the suitability of logs so as
to promote students’ language skills and enhance effective strategies to gain autonomy as learners. Additionally,
individual semi-structured interviews were carried out to gather information on those students who had not
completed the learning log (n=11). The outcomes of this research proved that a huge number of participants
agree on the didactic possibilities of learning logs not only as a useful tool to keep track of their learning
process but also to improve linguistic skills and metacognitive awareness.

The next article headlined Pandemic Language Teaching: Insights from Brazilian and International Teachers on
the Pivot to Emergency Remote Instruction authored by A. Sevilla-Pavén and K. R. Finardi reflected on language
teachers’ experiences from Brazil, Spain, France, Cyprus, Costa Rica, and Taiwan during the pivot to emergency
remote teaching during the 2020 pandemic. In particular, the authors were aimed at describing these teachers’
perceptions regarding online teaching during Covid-19. Mixed method, consisting of an online questionnaire
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as well as focus group interviews, were utilized so as to analyse the data of this research. Whereas, on the one
hand, the findings of the questionnaire showed negative aspects, such as that a huge number of participating
students did not feel prepared enough due to lack of institutional support and training, the results of the focus
group interviews indicated that a vast number of educators showed concerns regarding the limitations of
virtual teaching for both examination and interacting, on the other hand, some positive aspects included a
chance to develop moreself-directed and autonomous learning. This research overall suggests that, after the
pandemic and with due training, some of the online technologies and approaches experimented with will be
included into pedagogical practices in hybrid learning, representing a real trend and possibility for language
teaching in the post-pandemic context.

The tenth paper Assessment under Covid-19: Exploring Undergraduate Students’ Attitudes towards their Online
Thesis Proposal Presentations vs. Face-to-face Presentations by O. Stognieva and V. Popov is based on the study
conducted in the EFL classroom during the fourth year of a Business Informatics degree. It investigated
students’ perceptions of the thesis proposal presentation involving a Skype online presentation and students’
end-of-course assessment experience in the context of online learning during the Covid-19 pandemic at HSE
University in Moscow. To analyse the data obtained in this study, a mixed-method approach utilizing both
quantitative and qualitative data was applied. The findings of this mixed-method research indicated that
emergency transition to the online teaching did not affect students’ satisfaction or the outcomes of the oral
presentation. The authors of this paper conclude giving recommendations for language instructors and
students.

The last research paper of this special issue is headlined An Appraisal Look into Shielded Online Education in
Covid Era: Resilience Revisited and authored by M. Teimortash and M. Teimortash. The article aimed to depict
the adversities exerted when online education was required to be implemented due to the Covid-19 spread in
Islamic Azad University Tehran. Since the notion of resilience could be introduced in the context of online
education, a resilience questionnaire was conducted before and after an online course in the second semester
of the year 2020-2021 with undergraduate EFL students specialising at Translation Studies. This Resilience
Questionnaire was collected from both the treatment group as well as the control group. The findings obtained
through quantitative method showed that shielded distance courses outperformed significantly in promoting
students’ resiliency during the pandemic era.

In addition to research articles, the special JLE issue brings out several reviews and studies. Thus, the
publication headlined From On-site to online class: The Role of Mediation in Online Teaching Simulation by O.
Polyakova and B. Pastor-Garcia presented the outcomes of a pilot study at the Catholic University of Valencia
exploring the relationship between mediation and teaching simulation tasks during a postgraduate course for
CLIL (Content and Language Integrated Learning) during the lockdown occurred in Spain due to the pandemic
crisis and, thus, held online. The findings of this research were the display of feasibility of the curricular
adaptation by offering (1) CLIL teaching simulation planning, (2) teaching simulation assessment sheet and (3)
questionnaire responses. These three considerations were closely related to both mediation as well as online
education. The authors proved that this research yielded positive effects of the CLIL approach. For this reason,
the authors of this paper recommend developing the connection between mediation, online instruction and
CLIL teacher training opportunities implementing the lessons learned in an authentic school context.

The systematic review headlined Language Education in Emergencies: A Systematic Review of Empirical Research
is authored by A. Thumvichit, S. Varaporn, and V. Tuvachit. These researchers bring together the available
research within the field of language learning and teaching in the current emergency context so as to analyze
the state of affairs, and the situation’s inherent challenges and opportunities for both language instructors and
learners. The authors of this systematic review article included a total of 38 studies in order to reflect the
current trend, with 16 of these in-depth reviewed. A vast number of publications were carried out in the context
of University education. Thumvichit, Varaporn and Tuvachit conclude their work, highlighting that teachers do
their best to retain their teaching principles and implement them regardless of the abrupt transition.

This special issue on Current trends in ELT during the Covid-19 ends with a review of the book entitled University
and School Collaborations during a Pandemic. Sustaining Educational Opportunity and Reinventing Education
(2022) edited by Fernando M. Reimers and Francisco J. Marmolejo. The book review is authored by Anastasia V.
Lazareva.
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As seen from this brief introduction, the special issue addresses a wide range of interesting topics relevant not
only to the current world crisis but to other complicated situations in language learning and teaching. It is self-
evident that technology and active participation of different educational stakeholders play a significant rule in
overcoming the constraints that teaching during crises bring about. In this sense, this special issue is a good
collection of experiences that can provide ideas to both researchers and practitioner teachers. It is the editors’
hope that the potential readers will enjoy this special issue as much as we did when preparing it. We want to
extend our gratitude to the authors who wrote, revised and worked thoroughly on their papers, to all the
reviewers who gave suggestions on improving the original submissions, and also to the JLE editors who gave us
the possibility to provide the international readership with life experiences that have changed the way we
currently understand Language & Education.
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With the flood of research on Covid-19 in 2020 and 2021, pandemic-induced emergency is
giving rise to new unprecedented challenges for all strata of the society, including science
and education. The JLE editors focus on the first outcomes and hurdles the pandemic-caused
research publishing has led to. The authors dwell upon the research on education in the context
of Covid-19 constraints with a special accent on higher education and L2 teaching, considering
the key trends as a response to the gaps in the field knowledge. Some attention is paid to
emerging linguistic research and new word coinages to define the new phenomena. The editors
summarize the obstacles that “fast-track” publishing and shortened peer review have built up,
suggesting some estimates as of the Covid-19 effects of the research avalanche for science.

Keywords: Covid-19, higher education, emergency remote teaching, emergency publishing,
neologisms

Covid-19 Effects: Setting the Stage

Starting with the outbreak of the novice Covid-19 infection, in addition to the human toll it causes, the world
has been facing significant material and non-material losses elsewhere. Though, the magnitude of the losses is
still uncertain, as some indirect consequences may follow this watershed period for the humanity with some
delay. Many aspects of human life will never be the same. Disruptions caused by the Covid-19 pandemic are
multiple across different sectors and areas of life (Reimers & Marmolejo, 2022). The pandemic impeded,
accelerated, or accentuated the previously existed trends and societal problems (Ahlburg, 2020).

Journals and publishers throughout the world “claimed unprecedented volumes of journal submissions and
published articles” in 2020. The rise has further accelerated in 2021. Research in medicine accounts for the
bulk of the avalanche submissions. The Covid-related growth in publications is essentially fuelled by medical
research on Covid-19. According to Dimensions?, the world’s largest linked research information dataset,
covering 122 m publications across all research fields, the skyrocketing growth in medicine research resulted in
412,221 publications; 20,282 datasets; 13,182 grants; 2,291 patents; 13,459 clinical trials; and 7,291 policy
documents for both 2020 and 2021 (as of November 30, 2021). The major fields of research include Medical and
Health Science (219,808), Public Health and Health Services (105,528), and Clinical Sciences (71,548). The total
citations of the above documents worked out at 1,247,780 and 2,190,704 in 2020 and 2021 respectively.

The estimates are based on “Covid-19” as the keyword search enquiry and limited by the publication period of
2020 and 2021 (incomplete data). The second search was conducted on the keyword “Covid-19 and education”
enquiry, showing 24,664 publications (of which 8,901 in 2020, and 15,743 in 2021 — incomplete data). The most

U https://scholarlykitchen.sspnet.org/2020/11/19/guest-post-scientific-output-in-the-year-of-covid/
2 All statistics in this section are borrowed from http://app.dimensions.ai(as ofDecember 2, 2021in response to the search enquiries
“Covid-19” and “Covid-19 and education”).
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prolific authors (2020-2021) were Muhlasin Anrullah with 31 publications; Daisy E. Fancourt with 21 articles,
Andrew Patrick Steptoe with 15 publications.

The fields of research embrace Medical and Health Sciences (9,632); Education (9,218); Specialist Studies in
Education (8,732); Public Health and Health Services (7,450); and Curriculum and Pedagogy (3,237). The total
publications (24,664) were categorized as 20,237 articles; 1,990 preprints; 1,312 proceedings; 974 book
chapters; 120 edited books; and 31monographs.

The leading source titles include SSRN Electronic Journal (558); medRxiv (440); International Journal of
Environmental Research and Public Health (296); JMIR Preprints (261); Sustainability (221); PLOS ONE (188),
and others. Open access (OA) has become the prevailing form of publications in 2020-2021, with 19,350 open
access research out of 24,664, including Gold OA (9,952), Closed OA (5,314), Bronze (4,390), Green (2,753), and
Hybrid (2,255). The Covid-19 situation has obviously encouraged open access and preprint proliferation.
Citations of the Covid-19-related educational research had reached 93K by December 1, 2021.

Figure 1

Publications and Citations of Research on Covid-19 Impact on Education

Source: Dimensions Data Platform, as of November 30, 2021.

The publication trends and patterns found on the Dimensions platform are supported by those in the Scopus
database. The total number of publications on Covid-19 in both 2020 and 2021 worked out at 230,109 as of
December 4, 2021. 178,580 publications out of 230,109 are open access of all types. The breakdown of the
publications shows the same prevailing fields of research: Medicine (141,584 publications), Social Sciences
(32,006 publications), and others. The most frequent affiliations include Harvard Medical School (3,234
publications), the University of Toronto (2,339 publications), Inserm — the National Institute of Health and
Medical Research, France (2,205 publications), Oxford University (2,112 publications), and Huazhong University
of Science and Technology (1,928 publications). The research geographically spreads among the USA (57,395
publications), the UK (23,646), China (21,462), Italy (18,174), India (16,634), and other countries with fewer
than 10,000 publications each.

The search on “Covid-19 and education” in the Scopus database brought 20,173 publications (5; 6,845; 13,210;
and 113 publications in 2019, 2020, 2021, and 2022 respectively) on December 3, 2021. The bulk of the articles
were published in the fields of Medicine (9,969 publications), Social Sciences (6,796 publications), and
Computer Sciences (2,364 publications). The journals, leading by the number of the publications on the
Covid-19 impact on education, are Sustainability Switzerland, Education Sciences, and Academic Medicine.

Educational Landscape

Though the sector of education is beyond the matters of life and death, it was severely affected by disruptions
and lockdowns. The emergency shift of the teaching and learning to the online platforms took enormous effort
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of all the parties concerned (teachers, faculty, administration, and students). To alleviate the effects of the
pandemic, universities had to comprehensively respond to the educational landscape formed in emergency, to
address challenges ranging from the societal constraints to student disengagement with learning, and to fill up
the skill gaps facilitating independent learning and remote teaching. The research focus in the field of
education, thus, has been following the needs to fill up the gaps connected with online didactics competencies,
psychological adaptation of students and occasionally teachers to the virtual classroom, new efficient forms of
online assessment. Some fresh new topics have emerged (emergency remote teaching and learning; new
approaches to online assessment; teacher engagement and emotion regulation in coping with stress caused by
online teaching).

Semanticscholar.org ranges the most influential publications, outlining highly influential citations identified
by “utilizing a machine-learning model analysing a number of factors including the number of citations to a
publication, and the surrounding context for each”. 3 The article scored most in this category (with the total
citations of 652, including 55 highly influential citations as of November 30, 2021) is headlined “Covid-19 and
online teaching in higher education: A case study of Peking University” (Bao, 2020). The article overviews six
prevailing instructional strategies based on “high-impact principles of online education” (Bao, 2020, p.113). It
took universities days to transfer their face-to-face courses and materials online, with faculty members,
lecturers, professors, and students being essentially deficient in some online skills. The research attracted
much attention as it became of the earliest published papers (accepted for publication March 20, 2020) focusing
on the more or less successful instructional online strategies in the tertiary institutions.

Educational Research: Tackling the Pandemic Challenges

This editorial does not aim to make a detailed in-depth review of the publications on the Covid-19 impact on
education. Anyway, we have examined a range of the relevant research published in 2020 and 2021 and found
that there are clear-cut topics of interest across the educational aspects of the pandemic. As JLE tends to stay
within its scope, we have focused on higher education issues, 1.2 and EFL teaching, psychological aspects of
adaptivity to emergency remote learning and teaching, technology-driven language teaching during a
pandemic, online assessment in education, especially in language learning. The most of the research agenda is
not brand-new. To be precise, it looks like revisiting many interrelated topics in the context of emergency shift
to new patterns of teaching and learning.

During the pandemic, universities arose as the centres engaged in conducting comprehensive research aimed
at filling the knowledge gaps as far as emergency remote learning and teaching are concerned. Secondary
schools do not have enough resources and competencies to take up the issues independently on their own.

Teaching L2 and foreign languages has been tackled as a separate and specific area with its unique approaches
in the following research fields and sub-fields and selected sample publications:

(1) emergency teaching and learning languages with technology during a pandemic, including
emergency remote teaching and learning (Charania et al., 2021; Cheung, 2021; Choi & Chung,
2021; Hazaea, Bin-Hady & Toujani, 2021; Ionela, 2020; Levina, Zubanova & Ivanov, 2021; Moser,
Wei & Brenner, 2021);

(2) online assessment in teaching languages (Abrar-ul-Hassan, Douglas & Turner, 2021,
Mahapatra, 2021);

(3) psychological challenges, adaptivity, learner and teacher autonomy, student engagement
and motivation, teacher stress and coping (Almusharraf & Khahro, 2020; Resnik & Dewaele,
2021; Gregersen, Mercer & Maclntyre, 2021; Heydarnejad, Zareian, Ghaniabadi & Adel, 2021).

Defining New Phenomena: Research on New Word Coinages and Usages

All major fateful periods in human history always give rise to new word coinages and usages in all world
languages to reflect the emerging phenomena and attendant circumstances. The pandemic broke out in the

3 https://www.semanticscholar.org/fag#influential-citations
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time of worldwide access to linguistic big data that registered a simultaneous and synchronized inflow of the
new words and new meanings into almost all languages.

The most impressive influx was registered as early as the first four-six months from the beginning of the
pandemic. The Oxford English Dictionary regularly contributes updates to the dictionary, with some 100-500
entries every 2-4 months. The year of 2020 was not an exception. It is surprising that really new coinages in
English were few (Covid-19, covidiot, covident). Most of the updates to the Oxford dictionary covered words
with new connotations. You will find below an abridged list of the neologisms, new connotations of the existing
words, frequently used words and phrases related to or associated with the Covid-19 pandemic. Where
appropriate, we state the years, when these words or phrases were originally or repeatedly registered in the
discourse (see the brackets).

An Abridged List of the Covid-19 Related Neologisms, New Connotations, and Frequently Used Words (Phrases)*

Words & Phrases with New Connotations

coronavirus (1968; 2008)

SARS “severe acute respiratory syndrome” (2003)
social distancing (1957)

self-isolating (1841)

self-isolation (1834)

shelter in place (1976; 1994)

self-quarantined (1878)

infodemic (2003)

elbow bump; hand slap; high five (1981)

WFH “working from home” (1995)

PPE “personal protective equipment” (1934 as a full phrase; 1977 as an abbreviation)

New Coinages 2020-2021
Covid-19° (2020)
SARS-CoV-19 (2020)
covidiot (2020)
covidient (2021)

Frequently Used Words & Phrases (Frequencies are measured per million tokens)

pandemic

stay-at-home

furlough

lockdown

(phased) reopening
school closure
non-essential travel
flu-like

Zoom

disinfectant

mask

face-covering

ICU “Intensive Care Unit”
telemedicine

frontline worker/ employee/ staff

4 Based on the neologisms and frequently used words (phrases) collected by the researchers (Asif, Zhiyong, Iram & Nisar, 2021; Lei, Yang
& Huang, 2021) and the updates to Oxford English Dictionary published at http://public.oed.com/updates/

5 One should note that the name of the disease is spelled as both “Covid-19” and “Covid-19”. There is a clear preference of the spelling
with an initial capital in British English, while American English gives preference to the word with full capitals, i.e. Covid-19. See https://
public.oed.com/blog/using-corpora-to-track-the-language-of-covid-19-update-2/

12



COVID-19: AN IMPROMPTU OR TREND-SETTING FACTOR IN RESEARCH ON LANGUAGE AND EDUCATION?

It is natural that research publications on neologisms should come out amid the emerging new social and
political realia. In this instance, the publications were not numerous but arouse wide public interest as they
concentrated on the emerging discourse.

The trend was registered in various languages: in Polish (Cierpich-Koziet, 2020; Jablonka, 2021); in Arabic
(Haddad & Montero-Martinez, 2020); in Portuguese (Jablonka, 2021); in Spanish (Zholobova, 2021), etc. The
bulk of the new words and usages were initially formed in English and borrowed by other languages. The
researchers single out metaphor-based neologisms, consider linguistic innovation during the Covid-19
pandemic, analyse the ways the lexeme “coronavirus” influences various languages.

Trending neologisms in English also became the object of study, with several articles containing a deep
linguistic analysis (Al-Salman & Haider, 2021; Asif, Zhiyong, Iram & Nisar, 2021; Lei, Yang & Huang, 2021;
Wang & Huang, 2021). The researchers focus on the ways the new words are coined, the spread of the new
usages of the words and phrases dating back to previous epidemics or associated circumstances. A striking
feature of the present-day lexical update is rather frequent use of medical terms in everyday discourse of mass
media and people at large. “These terms are used widely on social media and press conferences of different
medical fields globally” (Asif, Zhiyong, Iram & Nisar, 2021). For example, they include “asymptomatic”,
“community spread”, “flatten the curve”, ”ventilator”, immunity”, names of medicines, and others. Social media
contributed much to the spread of these terms and new usages.

Scholarly Publishing and Peer Review in the Context of the Covid-19 Pandemic

Though, the medical scholarly community in China initially had an edge over their colleagues elsewhere as the
Covid-19 outbreak started there, the involvement of researchers in other countries followed the way the virus
was spreading (India, Europe, the USA). An analysis of publications on both Covid-19 and its impact on
education shows the similar pattern, with the USA, the UK, and China being the most numerous publications
(Scopus; Dimensions; PubMed).

The drive to get their research published, on authors’ part, and to bring out articles written on the top priority
themes, on journals’ part, resulted in the flood of Covid-19 publications. It raised again the problem of critical
peer reviewing, as fast-track publishing eventually induces inadequate or unfair evaluation of some research.
As peer review aims to ensure that only valuable scientific contributions based on scientific methodology
should be published, its shorter time and fast-track conditions might ruin unbiased review feedback. Thus, the
scholarly community is inclined to suggest that open peer review should be encouraged as it is the simplest
and most efficient way to evaluate new research without bias or mistake. Open peer review and Publons may
promote the ethical standards in reviewing by detecting fraudulent peer reviews and fake reviewers’ identities
via proving digital identity verification and blocking fake reviewers’ accounts (Teixeira da Silva & Al-Khatib,
2021).

One more feature of publishing during the Covid-19 pandemic is open access and preprints. In his interview to
The Scholarly Kitchen blog, Daniel Hook, CEO of Digital Science, underlines that “many publishers have made
the research ... freely available through a variety of different mechanisms”.® Open access popularity is proved
by the statistics of the Covid-19 publications.” He also comments on preprints as being a “double-edged sword”
with their universal access to the research content fresh from the labs. Immediate awareness of scientists of
the cutting-edge research combined with open pre-publication discussion may occasionally result in
misinterpretation of the research results by “general public” that has no understanding of scholarly
communication. Thus, general public sometimes may come to wrong conclusions.?

In addressing old and new challenges that scholarly publishing faces, world scholarly community will have to
further proceed with Open Science without delay, especially against the pandemic backdrop.

¢ Harington, R. (2020). How Covid-19 is changing research culture: An interview with Daniel Hook, CEO of Digital Science. The Scholarly Kitchen.
https://scholarlykitchen.sspnet.org/2020/06/24/how-covid-19-is-changing-research-culture-an-interview-with-daniel-hook-ceo-of-digital-science/

" Dimensions Data Platform as of November 30, 2021. Detailed information is given above (Section “Covid-19 effects: setting the stage™).

8 Harington, R. (2020). How Covid-19 is changing research culture: An interview with Daniel Hook, CEO of Digital Science. The Scholarly Kitchen.
https://scholarlykitchen.sspnet.org/2020/06/24/how-covid-19-is-changing-research-culture-an-interview-with-daniel-hook-ceo-of-digital-science/
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Concluding Remarks

The Covid-19 pandemic and pandemic-induced rather long period of constraints in social life worldwide have
caused some shifts in social patterns applicable to education and scholarly publishing. Education has suffered
from shifts to emergency remote teaching and a new paradigm of schooling and learning in the essentially
virtual environment. The latter has become the major cause of stress and disengagement for students. With
much progress in overcoming slow or delayed adaptation of students and teachers to the new virtual challenges,
education at large is revisiting many concepts previously considered immutable or habitual (assessment in
language learning; student and teacher engagement; teacher stress and coping; emotion regulation, etc.).

The pressure to urgently publish articles on the emergent topics resulted in the avalanche publishing, with the
publishers introducing shorter fast-track peer review. The latter has led to some ill-conceived and sometimes
errant publications.

The Covid-19 pandemic has generated a great inflow of new words and usages into languages throughout the
world, increasing the research published on the topic.

Though still being formed, the emerging research agenda combines publishing brand-new issues and revisiting
older concepts and topics.
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Education has been offered in the form of Emergency Remote Teaching (ERT) worldwide since
March 2020 due to the spread of Covid-19. This compulsory transition has often been marked by
disregard of the technological infrastructure of educational institutions, digital literacy skills
of teachers and students, and their access to technology. A growing body of research discusses
challenges faced in ERT; however, further studies are needed to arrive at validated conclusions
to inform formal language teaching and learning. Against this backdrop, this qualitative study
aimed at adding context-dependent knowledge to the literature by reporting on the case of
university students majoring in language teaching. For this reason, the perceptions of a group
of 67 pre-service English language teachers on ERT practices at a Turkish state university were
explored. Data were collected through an interview form developed by the researchers and a
focus group interview. The data were analysed inductively using content analysis. Half of the
participants reported that specific skills were conducive to doing tasks in an ERT environment.
They not only reported a variety of challenges related to the perceived ineffectiveness of
learning, technical insufficiency, and inappropriateness of the learning environment, but
also acknowledged contributions to their personal and academic development. That is, they
found ERT flexible, time-saving, and favourable for learners who felt more confident in virtual
classrooms, and some considered ERT as an opportunity for self-actualisation. Nonetheless, the
majority favoured face-to-face education over ERT appreciating the enhanced effectiveness of
in-class education. In sum, the study emphasises the need to support learners and teachers
by providing instructions and strategies on how to organise learning and teaching. Moreover,
schools, policy makers, and governmental authorities may need to provide ERT-tailored
programmes and an infrastructure in terms of technical equipment to meet the requirements
of education delivered in ERT and to realise effective language learning in virtual environments.
Broadening the knowledge base concerning ERT in language teacher education, this study
advises to address drawbacks of ERT and to take advantage of its opportunities.

Keywords: Covid-19, English language teaching, emergency remote teaching, online learning,
pre-service teachers

Introduction

The Covid-19 outbreak not only raised health concerns globally (WHO, 2020, March 11), but also forced
education to be run behind computer screens in a remote way (Crawford et al., 2020). Due to the uniqueness of
this unprecedented educational shift, the term ‘emergency remote teaching’ (henceforth, ERT) was introduced,
and gained popularity in research even though the concepts of virtual teaching and remote education have
long been on the agenda. Although the terms are often used interchangeably in the relevant literature, ERT,
virtual teaching, remote education, distance education, and online learning have been distinguished from one
another in different sources. Bilton-Ward (1997), for instance, identified virtual teaching as the utilisation of
videoconferencing tools when teachers and learners are in different locations. Bozkurt and Sharma (2020)
distinguished between distance education and remote education by stressing that the former refers to a spatial
and temporal distance between learners and teachers or learning resources, while the latter applies to a special
distance exclusively. According to Gedik et al. (2013), online learning is a form of education in which courses
are delivered partially or completely online either synchronously or asynchronously. Of relevance for the
context of this study is the introduction of the term ERT, which denotes a form of remote teaching when—as in
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the case of the Covid-19 pandemic—the cancellation of in-class teaching is the only option available (Hodges
et al., 2020). A growing body of research has examined ERT practices exploring stakeholders’ perspectives
encompassing teachers, learners, school administrators, and policy makers. Technological and pedagogical
challenges were identified at different levels ranging from governmental and institutional domains to
classrooms with teachers and learners and their individual needs (Hazaea et al., 2021). Nonetheless, due to the
novelty of ERT, there is still a need for more studies from various contexts exploring affordances and challenges
to inform programme designers, material developers, and teachers assigned to deliver remote education.
Reasonably, current research needs to consider a variety of significant factors including but not limited to the
technological infrastructure provided by and for educational institutions or the digital literacy of teachers and
students.

In their literature review of online teaching and learning practices with a focus on teacher education, Carrillo
and Flores (2020) highlighted the need to arrive at new pedagogical conceptualisations that appreciate the
integration of technology in general and the implementation of online tools in particular as an opportunity to
enrich instructional practices. To this end, the authors advise to investigate teachers’ and learners’ previous
experiences and their emerging dispositions towards online teaching and learning. Given the complexity of
delivering and receiving instruction using online tools, teachers and learners should be given opportunities to
experience and make sense of this new mode, and to develop roles and identities that differ from the roles and
identities they have established as participants in classroom teaching. They propose that contextual factors
with an impact on the quality of the experiences such as limited access to technology and internet should not
be ignored to minimise factors contributing to exclusion and inequalities (e.g., limited access to technological
means). Additionally, they advocate the significance of maximising students’ participation in their learning
process through useful pedagogical approaches including clear goal-setting, coherent and flexible designs,
consistent, and clear monitoring, and evaluation. Finally, they emphasise the need to consider pre-service
teachers’ and teacher educators’ roles and responsibilities in online education to draw implications for learning
under the conditions of ERT.

The review of the existing literature on ERT practices in teaching other languages has shown that most of the
studies were published in the form of reports that contained solutions to the problems likely to occur in remote
teaching of foreign or second languages (Guillén, et al., 2020; Ross & DiSalvo, 2020; Yi & Jang, 2020) and that a
limited number of studies explored the views of teachers, students, and administrators on remote teaching
practices mostly at the tertiary level (Atmojo & Nugroho, 2020; Ghounane, 2020; Masterson, 2020; Svalina &
Ivi¢, 2020; Syahrin & Salih, 2020). These studies conducted on ERT practices from the perspective of tertiary
level students were mostly designed to cover the views and experiences of non-English major students studying
subjects other than foreign or second language teaching (Alahmadi & Alraddadi, 2020; Doncheva et al., 2020;
Gacs, et al., 2020; Huang, et al., 2020; Hristakieva, 2020; Shahzad et al., 2020; Torun, 2020). Some of these
studies revealed that students appreciated ERT practices and virtual classrooms (Alahmadi & Alraddadi, 2020;
Doncheva et al., 2020; Shahzad et al., 2020), while others indicated that students preferred traditional
classrooms over virtual learning environments due to the challenges put forth by ERT (Al-Nofaie, 2020;
Ghounane, 2020).

Investigating Thai pre-service English as a foreign language teachers’ (PSEFLTs) competency and perceptions
towards remote English language teaching, Inpeng and Nomnian (2020) reported that the participants were
not confident in conducting online classes and needed support from their trainers due to a lack of experience.
Based on their findings, the researchers concluded that the utilization of social media and online learning
technology needed to be explored more fully to effectively benefit from them in teaching and learning
irrespective of whether they were implemented under unprecedented conditions such as the Covid-19
pandemic. Conducting a case study on digital learning in foreign language teacher training, Carlon (2020)
scrutinized PSEFLT perceptions of the effectiveness of emergency remote education in a blended undergraduate
course. He reported that participants acknowledged the effectiveness of teaching when opportunities for social
interaction and cognitive involvement were implemented in the course. In the Turkish context, Oztiirk-Karatas
and Tuncer (2020) explored the impact of ERT on language skills development of PSEFLTs and concluded that it
was most advantageous for their writing skills and least advantageous for their speaking skills noting that
writing had become the new mode of communication replacing speaking. The researchers attributed this
finding to the tendency to nurture writing skills through constant use of homework, assignments, and projects.
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In sum, the pertinent literature does not seem to provide evidence on an extensive exploration of perceptions
of ERT held by PSEFLTs. Additionally, the studies conducted so far have focused on aspects different from the
current study. Inpeng and Nomnian (2020), for example, primarily investigated the integration of Facebook
into a Teaching English as a Foreign Language (TEFL) program to promote pre-service EFL teachers’ English
language literacy, pedagogical knowledge, and ICT skills. Carlon (2020), on the other hand, investigated
students’ perceptions on the effectiveness of emergency remote education implemented in a graduate course
developed within the Community of Inquiry framework. The current study did not focus on an integration of
social media platforms or methodological frameworks into ELT programmes, but was carried out with Turkish
pre-service teachers of English as a foreign language at a Turkish state university where course attendance was
not compulsory during the pandemic.

In order to generate more context-dependent knowledge and to arrive at more valid generalisations, the current
study set out to analyse the perceptions of a group of PSEFLTs on ERT practices. More specifically, it aimed to
reveal whether and to what extent the participants appreciated ERT practices and what challenges they
encountered during their studies delivered through ERT, and to develop practical implications based on the
findings. In line with the research aim, the following research questions were posed:

1. What available competencies and support to engage in remote learning do the participants report?

2. How do the participants perceive ERT?

Materials and Methods
Study Design

To address the research interest, this study was planned and conducted as a qualitative inquiry following a case
study design. Given that there is considerable disagreement on what case studies actually are (Patton, 2015),
the researchers were interested in how ERT was experienced by a specific group of PSEFLTs while being exposed
to ERT. Restricted through the circumstances of the pandemic which suggested the application of remote data
collection tools and excluded, for example, observations, it was decided to employ written and spoken
interviews to find out what meanings the participants attached to their experiences and to take their narrations
as proxies for reality (Seidman, 2006). This study was descriptive in nature aiming at both detecting general
patterns in the participants’ reports as well as documenting specific perceptions not shared by the majority of
the participants (Yin, 2003).

Participants and Context

Sixty-seven PSEFLTs attending a Turkish state university participated in this qualitative research. Pursuant to
the research objectives, they were chosen through purposive sampling, “a random selection of sampling units
within the segment of the population with the most information on the characteristic of interest” (Guarte &
Barrios, 2007, p. 277). They were young adults whose ages ranged from 18 to 32 with an age average of 19.8.72%
of them were female (n = 48) and 28% were male students (n = 19). Of these participants, two thirds were
freshmen (n = 44), while the rest were sophomores (n = 23). Thirty-seven participants reported they had
unlimited access to the internet and thirty participants reported limited access. They used desktop computers,
laptops, tablets, and mobile phones to connect to the online platform of the university. Figure 1 documents the
participant’s device preferences showing how often they used certain devices during ERT.
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Figure 1
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While the results shown on Figure 1 may be attributed to personal preferences or the availability of devices,
they show that all learners had access to the virtual courses offered in the programme, which were completely
delivered using remote teaching. The university allowed the academic teachers to deliver lessons either
synchronously or asynchronously. According to the university’s regulations, there was no compulsory
attendance.

Data Collection Procedures

Informed by the emerging body of literature on ERT (cf. Mae-Toquero, 2021), an electronically accessible
interview form was developed by the researchers to elicit demographic information about the participants and
explore their views on ERT practices. The form was comprised of open-ended questions allowing the
participants to report their perceptions of the assumed complex issue without being guided by pre-established
response choices (Cohen et al., 2007, p.5). Considering the fact that the participants were still learners of
English despite their achieved proficiency, the form was prepared in Turkish and they were requested to
respond in Turkish to elicit as much and as precise data as possible. The first draft of the data collection tool
was revised by three faculty members with in-depth specialization in English language teaching, Turkish
language teaching, and curriculum and instruction. Subsequently, it was piloted with three ELT students who
would not participate in the study. As a result of the piloting, one of the items was excluded from the interview
form as the interviewees reported comprehension difficulty. Finally, ethical approval was obtained from the
research ethics committee of the university. Table 1 shows the relation of the research questions to the survey
questions.

Table 1

Implementation matrix

Research Question Survey Questions
1. What available competencies and support to What do you feel strong about in remote education practices?
engage in remote learning do the participants

Do you get help from others/other sources to solve the problems you encounter in

?
report: the remote education process? If so, please explain.

2. How do the participants perceive emergency What are your thoughts on the suitability of your learning environment in the
remote teaching (ERT)? remote education process?

What kind of skills do you think remote education enables you to gain?

How do you think remote education affects you (psychologically, socially,
financially, etc.)?

If you were asked to choose between face-to-face education and remote education
after the pandemic, what would you choose? Why?

What are the difficulties/challenges you encounter in remote education?
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The interview forms were filled out in online sessions which lasted approximately two hours each with the
researchers who provided guidance in case of need. Subsequent to the data collection through the interview
forms, two of the researchers conducted a focus group interview with ten participants in order to get deeper
insights into their ERT experiences. The sessions were held online and lasted approximately for two hours.
Rather than asking questions during the online sessions, the researchers used prompts, generated based on a
preliminary analysis of the survey data, to engage the participants in a natural conversation that allowed the
participants to express their perceptions of remote education while negotiating their experiences with their
peers. To avoid pressure, the focus group interview was not recorded, but the researchers took notes and wrote
down illustrative quotes to document reported perceptions.

Data Analysis

The collected qualitative data were inductively analysed using initial codes out of which coding categories were
developed. At early stages of the data analysis, all three researchers engaged in initial coding of a part of the
data; then the initial codes were discussed and aggregated to coding categories with explanatory power (Corbin
& Strauss, 2008) through debriefing (McMahon & Winch, 2018). The involvement of all three researchers aimed
at attaining consistency between the codes (Creswell & Poth, 2016). After establishing the coding categories,
the whole data were re-coded by two researchers based on the established coding categories. In debriefing
sessions, the coding results were compared and consensus was reached. Then about 20 percent of the data were
coded by the third researcher, and inter-rater reliability was tested using the formula suggested by Miles and
Huberman (1994, p. 64). The inter-rater reliability was found to be high (.83) as it exceeded the proposed
consistency rate of .70.

Frequencies of codes were determined by examining how many participants mentioned a particular code in the
survey data. Frequency calculation was not adopted for the focus group interview because this data collection
tool aimed at revealing a deeper understanding of the participants’ perceptions not explicitly stated in the
survey responses with no interest in representativeness of the data. To additionally support the validity of the
coding categories, direct quotations have been included in the presentation of the data in the results section.
As an outcome of the data analysis, one participant’s responses were excluded from the data set because they
were irrelevant or opaque.

Results

This section reports on the results of the study and is organised following the order of the research questions.
The participants’ competencies and support were presented first (RQ1: What available competencies and
support to engage in remote learning do the participants report?). Then the participants’ perceptions were
reported (RQ2: How do the participants perceive ERT?). This subsection was divided into three subthemes
(affordances, constraints, preferred education) to report the specific perceptions. It should be noted that all the
data collected through the data collection tools has been integrated in this section. However, the participants
did not always answer questions asked and provided other information. For this reason, the reported numbers
of responses do not always match with the number of participants.

Reported Competencies and Support
The pre-service EFL teachers reported three different sources that allowed them to deal with the challenges of
ERT. A remarkable number of participants stated that they did not have supporting traits conducive to studying

under ERT conditions. Fifteen participants did not provide information about available competencies in their
responses. The results have been summarised in Figure 2.
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Figure 2

Reported Competencies
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As shown in Figure 2, about a third of the participants pointed to their study skills including constructs of
commitment, awareness of responsibilities or research, time management, and linguistic skills as the main
support for their online education. Four participants attributed their capability to adapt to ERT with character
traits such as patience, empathy, and confidence. Despite the expected relationship between the participants’
age group and information technology, only three pre-service teachers stressed their digital literacy. Twenty-
one participants stated that no competencies helped them during remote learning.

Another source for addressing the challenges of ERT was the support received from outside. Figure 3 displays
the participants’ responses.

Figure 3
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The participants apparently preferred support from the expertise offered by their friends or the internet. One
pre-service teacher stated:

It is more than enough because if you can use the internet properly, it turns into an unlimited pool of
information and I think I use the internet correctly. (P31)

The academic teachers were not the first to be contacted in case of problems:

It is enough because my family has 12 members and I can reach them whenever I want. When I can’t

reach them, I ask the class groups. If I do not get enough answers, I report the problem to my advisor.
(P9)
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Twenty-four out of 40 participants found the received support adequate, 10 found it inadequate, and 5
somewhat adequate, while one participant did not express a preference.

Perceptions

The results concerning the pre-service teachers’ perceptions have been presented in two sections reporting
constraints and affordances. Within these sections, the emerging themes (learning and instructional practice,
learning environment and infrastructure/tools, learner psychology, and wider aspects for constraints; learning
and instructional practice, learning environment, and new opportunities for affordances) served as the
organising principle to show the results.

Constraints
A variety of negative views on ERT were related to the perceived insufficiency of this form of teaching and
learning. The participants mentioned the aspects shown in Figure 4.

Figure 4
Perceived ERT Constraints on Learning and Instruction
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The most frequently expressed concern was that ERT was ineffective without further explications. The other
perceptions accentuated different aspects that contributed to the perceived ineffectiveness. Some pre-service
teachers remarked that the ineffectiveness was due to a combination of enhanced assignment load and missing
feedback due to the inaccessibility of teachers:

We have to study more in the ERT modality because we have to follow tasks every week but they don’t
contribute to our learning because we don’t get feedback. (Focus Group Interview)

Teachers think that we have a lot of time and give nearly twice as much homework and make exams
more difficult. (P37)

A further negative effect was exerted by the opportunity offered to the teachers to deliver lessons asynchronously
by recording videos in which only the teacher’s voice was heard:

There should be both voice and vision even in the asynchronous classes because some teachers only
show presentations. (Focus Group Interview)
Also live lessons delivered over videoconferencing tools were perceived insufficient in terms of interaction and
exposure to the unnatural experience of observing oneself while communicating:
In remote education, classes are less interactive in terms of both student-teacher interaction and
student-student interaction. (P41)

I find it weird because I both see myself in the camera and talk at the same time but in the face-to-
face classroom I don’t see myself, I just talk. (Focus Group Interview)
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The learning management system of the university (called ALMS) was another factor shaping the students’
perceptions due to its limited capacities leading to system crashes and impractical features such as complicated
mute-unmute procedures encouraging academic teachers to use alternative videoconferencing tools, instead.
It can be assumed that these factors were distracting and made it difficult for the students to focus on lessons,
a perception that was shared by 20 participants.

The students’ learning environment (usually their homes) and the technical side of ERT were further factors
contributing to the participants’ perceptions. Figure 5 displays the results.

Figure 5
Perceived ERT Constraints Related to the Learning Environment and Infrastructure/Tools
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A considerable number of participants experienced ERT-driven technical constraints referring mainly to
malfunctions of devices. The participants specifically pointed to poor internet connection and power cuts.
Additionally, they reported on unsuitable devices showing that not all students had their own computers but
used other devices (e. g. their neighbours’) instead. Along with the online platform provided by the university,
the effects on the quality of the education were considered major:

Inadequate internet infrastructure in the country and the ALMS used by universities: I believe that
remote education is not suitable unless both infrastructure and internet speed are raised above a
certain level. (P38)

Eleven participants pointed to another specific constraint of online education. They said that exposure to
digital devices, especially to small mobile phone screens, affected their health negatively by causing “neck and
eye pain and headache because of the computer screen”. (Focus Group Interview)

Some participants pointed out that their homes (usually their parents’ homes, often shared with siblings) made
studying difficult. For example, one participant reported:

Which ones shall I count? As if it’s not enough that I'm always at home, I constantly either attend
classes, watch videos of lessons I couldn’t attend, or do homework. This is very tiring for me. Moreover,
I do not have a computer that allows me to fully benefit from online classes. I have to use our
neighbour’s computer for some homework. (P54)

This excerpt is insightful as it indicates that ERT removes (or can remove) the study place-workplace distinction
and therefore harms the work-life balance. This is also documented in the effects on the learner’s psychology.
Forty-five participants reported that they suffered from anxiety, boredom, desperation, and demotivation
resulting in pessimistic views of their upcoming studies:

I am always at home and cannot go out and don’t know when this will end but I feel anxious and
bored. (Focus Group Interview)
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Another effect on the learner’s psychology was documented in the data coming from two participants. They felt
that the modality of ERT, forcing students to attend a virtual classroom that is being recorded, exerted an
additional stress to their self-perceived low proficiency or confidence so that they avoided attendance or oral
participation:

Sometimes I do not attend classes because I have difficulty in explaining myself. I think that my
teachers may have negative thoughts about me and I have anxiety about how effectively I can use the
language in the future. (P3)

Besides these perceptions related to the immediate or broad school context, two wider aspects were explicitly
addressed by the participants. Twenty-three participants mentioned the lack of social contact due to lockdown
regulations and eight participants reported on financial drawbacks as they had to buy devices to follow online
classes or could not benefit from scholarships. Indeed, the data clearly show that the students’ perceptions
were shaped in the complex interplay of different factors:

Although I am at home, I can’t spend time with my family because I constantly do homework, cannot
see my friends, and sometimes I have to do group work with people I don’t know. (P21)

Remote education has affected me socially and financially. Nowadays, because everything is
expensive, I can’t afford a computer to catch up with classes, and I have a lot of trouble on the phone,
I also have a lot of problems with the internet. (P9)

The modality of ERT affected the private domain, and the private domain affected the pre-service teachers’
education since it had become part of the school domain. All perceptions were shaped by the limited
opportunities to socialise and the dependence on electronic devices.

Affordances
The participants also saw affordances of ERT related to instruction and learning; they mentioned the aspects
displayed in Figure 6.

Figure 6

Perceived ERT Affordances on Learning and Instruction
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Figure 6 indicates that the participants most appreciated ERT for providing them with the opportunity to
improve their digital literacy, which is not surprising given the digital nature of this form of education. A
remarkable number also pointed to the positive effect on the development of study skills in terms of creativity,
self-directed learning, engagement in activities, problem solving skills, and autonomy. Both digital literacy and
study skills actually appeared to be connected in some participants’ responses:

I use the digital devices for research purposes, which require us to find information, analyse it and
then synthesize it using technology. (Focus Group Interview)
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Most of the assignments require us to do research. By doing so, I believe our research skills have
improved and the knowledge we learn is long lasting. (Focus Group Interview)

A further advantage was the flexibility of ERT, which allowed students to view recorded lessons to the online
platform and to organise their learning based on their own schedule:

We can watch the class videos more than once but in face-to-face education what we learn is limited
to what we can note down. (Focus Group Interview)

I guess the advantage is being able to go back and listen to the points we miss or overlook. (P38)

I can sleep until noon and follow the classes at night. (Focus Group Interview)

ERT also seemed to favour the learning of students with strong intrapersonal intelligence such as those who
prefer to study independently, or those who shy away from in-class education:

I prefer remote education. Taking my introvert personality into account, it relieves me from the
feelings of sitting in a classroom in face-to-face education. (P36)

A rather low number of pre-service teachers appreciated ERT as conducive to learning. As shown in the
following excerpt, the effectiveness seemed to depend on the actual instructional practice delivered by their
teachers:

Two of our instructors encourage us a lot to follow their classes online. They run their classes in an
environment full of energy and let our voices come through. We learn a lot from their classes. (Focus
Group Interview)

Contrary to the negative comments on assignments and exams (see the section on constraints), one participant
stated that the exams delivered in ERT were easier because students were given more time to answer exam
assignments, and two participants appreciated ERT as completely unchallenging.

Related to their learning environments, nine students referred to the comfort of their homes despite some
disadvantages:

I have an appropriate learning environment at home because my family attaches significance to our
education, but I am faced with challenges when I need to stay in hospital due to my treatment. (P9)

I have a comfortable learning environment but sometimes there is distraction by noise. (P24)
Fourteen participants pointed to financial advantages provided in ERT, as exemplified in the following excerpts:

I don’t pay for house utilities or food and drinks because I live with my family. (Focus Group
Interview)

Online education is more advantageous for me because it is economically more comfortable. I also
feel better psychologically because I love to be with my family, so I prefer online education. (P12)

Additionally, twelve students reported new opportunities created by ERT as it allowed them to have side jobs or
self-actualise by improving their soft skills, uncover hidden sides of their personality, or explore new areas of
interest. Finally, one student stated that ERT was preferable for health reasons in that they felt protected
against a Covid-19 infection.

Preferred Education

The participants were asked about their preferred delivery of education irrespective of the pandemic. Forty-
eight participants favoured face-to-face education (73%), 14 participants favoured remote education (21%),
and three favoured a hybrid form, while one pre-service teacher remained undecided. This result mirrors the
prevailing perception of ERT as afflicted by several drawbacks. Despite the acknowledged drawbacks, the pre-
service teachers were aware of the benefits of ERT as evidenced in the responses to the fourth survey question:

Remote education is a more comfortable educational system, but I prefer face-to-face education
because I believe it will be more efficient. (P23)

25



REYHAN AGCAM, YUNUS EMRE AKBANA, STEFAN RATHERT

I don’t think remote education has any advantage for me other than being comfortable attending
and doing homework at home. I definitely prefer to take my lessons in face-to-face education. I
cannot get the efficiency I get from face-to-face lessons in remote education. (P48)

I absolutely prefer face-to-face education. Yes, education is not a compulsory thing to be performed
within the four walls; however, the fact that education is not conducted in the classroom environment
with teacher-student and student-student interaction is again a major obstacle to the development
of both teachers and students. It is a difficult process in terms of both social and academic
development. (P49)

The following sections summarise the key findings in relation to the existing literature and offers practical
implications for teachers and policy makers in the light of the reported findings as well as suggestions for
further research.

Discussion

This study sought to explore ERT perceptions held by first- and second-year pre-service teachers in an English
Language Teaching department at a Turkish state university. The results showed that ERT practices were
evaluated critically in terms of effectiveness of learning, and the participants expressed concerns about aspects
related to their learning environment as evidenced in the unsatisfactory technological infrastructure and home
environments inappropriate as study places. Besides perceived negative psychological effects, the participants
also pointed to some advantages of ERT as it allowed for improved digital literacy and study skills and offered
opportunities to organise learning more flexibly. The perceived advantages, according to some students,
created new opportunities in terms of self-actualisation.

The results of the present study are in line with those reported in studies which previously described similar
challenges brought about by ERT such as inappropriate learning environments (Al-Nofaie, 2020; Atmojo &
Nugroho, 2020; Spurrier et a., 2020; Uro, et al., 2020), students having limited access to technology and internet
(Altavilla, 2020; Atmojo & Nugroho, 2020; Doncheva et al., 2020; Shahzad et al., 2020; Spurrier et a., 2020), and
negative psychological effects of ERT and ineffectiveness of educational practices due to its modality (Alahmadi
& Alraddadi, 2020; Al-Nofaie, 2020; Altavilla, 2020; Atmojo & Nugroho, 2020; Doncheva et al., 2020; Hristakieva,
2020; Russell, 2020; Shahzad et al., 2020; Svalina & Ivic, 2020; Syahrin & Salih, 2020; Uro et al., 2020).

A notable finding is that limited access to technology and internet was the most frequently cited ERT-driven
challenge reported by the participants. This mirrors the findings in Carrillo and Flores’ (2020) review of studies
related to the impact of the Covid-19 pandemic on teacher education contexts. The present study also
emphasises Hazaea et al.’s (2021) remark that ERT challenges are twofold as they point to technical and
pedagogical constraints.

The results of this paper also coincide with previous research reporting on ERT-driven affordances such as its
contribution to the improvement of learners’ study skills such as creativity, self-directed learning, engagement
in activities, problem-solving skills, and autonomy (Alahmadi & Alraddadi, 2020; Egbert, 2020; Ghounane,
2020; Masterson, 2020; Svalina & Ivi¢, 2020; Taguchi, 2020; Torun, 2020; Uro et al., 2020) and digital literacy
skills were developed (Al-Nofaie, 2020). The acquisition of these skills is critical for pre-service teachers
irrespective of their educational level and major. Pre-service teachers are expected to become role models for
future generations as creative and autonomous teachers with advanced problem-solving skills are likely to
teach their students how to employ creativity, autonomy, and problem-solving strategies to overcome learning
challenges.

The data analysis revealed somewhat inconclusive results, which is to some extent expected because individual
learners will always perceive instructional programmes and practices differently, and other studies on ERT are
in line with the mixed perceptions reported in this paper (Ghounane, 2020; Doncheva et al., 2020; Hristakieva,
2020). This is also mirrored in the participants’ overall perceptions according to which face-to-face education
was regarded advantageous over remote education by the majority of the participants, especially because the
latter was perceived as less effective for learning based on the modality of virtual classrooms with diminished
interaction. However, there were also student voices supporting remote learning, and it is obvious that digital

26



DEALING WITH EMERGENCY REMOTE TEACHING

literacy and study skills such as time management or problem-solving skills enabled learners to overcome the
constraints of ERT and arrive at some kind of appreciation of remote teaching and learning. In sum, this study
contributes to the emerging understanding of the impact of ERT on teaching and learning with its opportunities
and drawbacks as it reports on a context different from comparable studies investigating tertiary level students’
experiences of ERT (e.g., Alahmadi & Alraddadi, 2020; Doncheva et al., 2020; Gacs, et al., 2020; Hristakieva,
2020; Huanget al., 2020; Shahzad et al., 2020; Torun, 2020).

Conclusion

The findings of the current study showed that the participating pre-service English language teachers
developed skills and traits to achieve tasks in an ERT environment while experiencing several challenges due to
technical constraints, inconvenient learning environments, and perceived ineffectiveness of the instructions
received. In spite of learner voices expressing satisfaction obtained from opportunities to personal and
academic growth, the ERT modality was not favoured by most of the participants, who emphasized the merits
of face-to-face education.

Drawing on the results evaluated in light of existing research on ERT, the current study emphasises the need to
support students by offering instructional help to deal with ERT by, for instance, organising advising sessions
(Ross & DiSalvo, 2020), student-led learning communities (Guillén et al, 2020), and self-access learning
opportunities (Mideros, 2020). Specifically related to teacher education, opportunities should be created in
which pre-service teachers can share and discuss their own experiences of ERT so that they can benefit from
their “values, beliefs and knowledge as an integral part of the learning process” (Kumaravadivelu, 2006, p. 183)
and are enabled to develop their personal beliefs about and approaches to remote education. In a similar vein,
teachers need to receive professional development on how to plan and conduct lessons in virtual teaching
environments by sequencing asynchronous and synchronous instructional units (Moorhouse & Beaumont,
2020), creating compelling tasks (Egbert, 2020), and giving efficient feedback (Guillén et al, 2020; Inpeng &
Nomnian, 2020), an issue that was explicitly raised by some participants. Furthermore, ERT requires
governmental authorities and school managers to provide a technical infrastructure (by providing learners and
teachers with devices and learning management systems) and communication channels open to all stakeholders
(Hazaea et al. 2021). Moreover, this study suggests that hybrid solutions for teaching and learning may be
promising irrespective of the current threat exerted by the pandemic to enhance learner autonomy and to
favour the special needs of learners with intrapersonal intelligence (Al-Nofaie, 2020).

This study has limitations regarding sampling and data collection procedures. First, the participants were
comprised of a group of pre-service English language teachers at a state university in Turkey. Second, the data
were self-reports collected through an interview form and a focus group interview. While these limitations
advise against incautious generalisations, they indicate areas for further research. Similar studies in disciplines
different from English Language Teaching and other geographical contexts may inform researchers and
practitioners about how generalisable the results of this study are and will enhance knowledge of the
affordances and constraints of ERT in teacher education. Additionally, observations and data collection tools
that invite participants to self-reflect on concrete ERT experiences such as journals or stimulated recalls will
reveal deeper insights on how students perceive learning through this modality. Finally, it is desirable to
examine to what extent ERT-directed policy making suggested here and in other studies is beneficial to
overcome the challenges of ERT.

To generate betterment in instruction delivered through ERT, it is crucial to rely on context-dependent

knowledge. This was exactly the motivation for this case study, and the hope is that it contributes to broadening
the knowledge base concerning ERT in language teacher education.
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Employing technology has become imperative to accelerate learning efforts and offer methods
to enhance interactions between learners, and among learners and tutors. In this paper, we
investigate the difficulties faced by learners in learning virtually and, specifically, in English
language learning, with a focus on oral communication skills. Research questions of this
study are related to the main difficulties that students face to enhance their English oral
communication skills. The tools and methodologies that worked best for them for this purpose
are also in focus. In the literature we present a review of pertinent studies connected with
learning responses in the Covid-19 period and those specifically related to the topic of our
study. The methodology used for the study was an exploratory survey research design using
a questionnaire to collect the necessary data for our research. Results showed that students
highlighted technical problems as some of the main challenges, as well as not feeling completely
comfortable in the online learning environment due to the lack of real communication, which
also had an impact in the perception of their progress. They also found group video or audio
calls to be the most useful tool for communication purposes. The results of this preliminary
study are relevant to educational developers and policymakers. They give an understanding of
aspects to be considered to improve the efficacy of learners’ when it comes to enhancing their
English communication skills, such as difficulties regarding interaction or level of satisfaction
in an online learning environment.

Keywords: communication skills, Covid-19, e-learning, English as a foreign language,
technology

Introduction

People worldwide were stunned after the emergence of Covid-19, which started in the city of Wuhan, China, in
November 2019 and then became a global pandemic. Since then, the name of the disease has unfortunately
gone from not existing before February 2020 to being part of the daily vocabulary for the vast majority of the
world’s people (Piller et al., 2020).

The education sector was not immune to these impacts. Following restrictions on physical contact imposed on
students and teachers in their schools, the initial educational responses adopted in various countries were
school closures and the delivery of online teaching and learning. Presently, faculties have converted their
curricula to an online or at least hybrid environment based on a daily or weekly in-person attendance. Even in
cases where face-to-face learning has been restored (even partially), the possibility of being able to provide
content through an online platform and to be prepared for a totally virtual scenario has also been the norm
(Maloney & Kim, 2020)'.

Unfortunately, this transition to the online environment has not generally been a demonstration of good
online pedagogy (Dreamson, 2020; Hirsch, & Allison, 2020?%) for many higher education institutions around the
globe (Wotto, 2020) in not just a few cases due to teachers’ constraints and personal issues (Cutri & Mena,

! Maloney, E. J. & Kim, J. (2020). 15 Fall Scenarios. Inside Higher Education. https://www.insidehighered.com/digital-learning/blogs/learn-
ing-innovation/15-fall-scenarios

2 Hirsch, E., & Allison, C. (2020). Do your materials measure up? remote learning underscores the need for quality curriculum. Learning
Professional, 41(4), 28-31
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2020; Perrotta & Bohan, 2020; Romero-Ivanova et al., 2020) which has been generally overcome through the
teachers’ increase in self-efficacy (Giiltekin et al., 2020). Indeed, shifting classes online so quickly became a
“double-edged sword” that raised many questions related to privacy, equipment for both teachers and students
and teaching and learning methods (Atrey, 2020°%; Park & Kim, 2020). At the University of Alcala (Madrid, Spain),
where this study was developed, the situation was no different and all teaching activity had to be adapted to an
online environment in which the platform BlackBoard Collaborate started to be used for all the classes that
were taking place in the second semester of the academic year 2019-2020 (UAH, 2020a*). The health situation
in Spain improved during the summer and uncertainty prevailed on what the teaching modality would be for
the new semester starting in September 2020. Finally, as a preventive measure and also considering the
possibilities of having a second wave during the fall, which has actually been the case, a hybrid scenario was
adopted and half of the classes have been physically taught with considerable security measures, whereas the
rest have been online (UAH, 2020b%).

Thus, given this situation, this study aimed to explore the use of technology and its impact on communication
skills in learning English as a foreign language during the Covid-19 period specifically at this university.
Technology has definitely been a way to reach people, especially learners, during this challenging period in
many parts of the world (Jang & Choi, 2020), but it can also entail some problems when it comes to enhancing
communication skills, which should always be at the center of the teaching and learningprocess of foreign
languages (Myslihaka, 2016). Therefore, these were the Research Questions (RQ) we aimed to answer with our
study: RQ1: What were the main challenges students encountered when communicating in English in an online
setting?RQ2:What perceptions do students have of the tools and methodologies that have worked best to
enhance their English oral communication skills in English in an online setting? These were the Research
Objectives (RO) established in line with the above mentioned RQs:

RO1: To analyse students’ main challenges when communicating in English in an online setting.

RO2: To analyse students’ perceptions of the tools and methodologies that worked best to enhance their oral
communication skills in English.

To answer these questions, first of all this paper opens with a general introduction to the Covid-19 pandemic in
which the core issues of the research study are described. The difficulties facing students and teachers regarding
online teaching and learning are presented through a literature review of relevant works that relate to teaching,
learning and educational responses during the Covid-19 period. The analysis of this literature sheds light on
the initial responses and obstacles to the use of technology in this period. Then the methodology used to
present some preliminary results on how this situation has affected students’ oral communication skills in the
English foreign language classroom at the University of Alcald will be explained. Results are subsequently
analysed and contrasted with the theoretical part of the paper. Finally, we conclude with some suggestions and
reflections to overcome the outlined difficulties.

Literature Review

Online education is a way of maintaining undisrupted learning and facilitating flexible learning during the
Covid-19 pandemic (Alhabshneh et al., 2020; Zaharah et al., 2020; Reimers & Schleicher, 2020¢; Zhang et al.,
2020; Basilaia et al., 2020; Kerres, 2020). However, the technological infrastructure has been identified as an
obstacle to effective delivery of online education. Alhabshneh et al. (2020) studied the education of dental

w

Atrey, S. (2020). Universities beware: Shifting classes online so quickly is a double-edged sword. The Guardian. https://www.theguardian.
com/education/2020/may/20/universities-beware-shifting-classes-online-so-quickly-is-a-double-edged-sword

4 UAH (2020a). Medidas de la UAH ante la situacién provocada por el Covid-19 [Mesures of the University of Alcala due to the Covid-19
pandemic]. http://portalcomunicacion.uah.es/diario-digital/actualidad/medidas-de-la-universidad-de-alcala-adoptadas-por-la-situaci-
on-provocada-por-el-covid-19.html

UAH (2020b). Nuevo curso académico en la Universidad de Alcald con cardcter semipresencial y medidas de seguridad en todos sus
centros [New academic year at the University of Alcala with a blended-learning scenario and security measures in all faculties]. http://
portalcomunicacion.uah.es/diario-digital/actualidad/nuevo-curso-academico-en-la-universidad-de-alcala-con-caracter-semipresen-
cial-y-medidas-de-seguridad-en-todos-sus-centros

¢ Reimers, F., & Schleicher, A. (2020). A framework to guide an education response to the Covid-19 Pandemic of 2020. OECD. https://www.
hm.ee/sites/default/files/framework_guide_v1_002_harward.pdf.
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students during the pandemic and reviewed their online learning experiences, tele-dentistry and the
significance of implementing dental virtual simulation in preclinical/clinical courses. The study identified that
students and teachers faced challenges such as access to online learning equipment, internet connectivity and
a lack of technological skills. Zaharah et al. (2020) also examined the impact of the pandemic on e-learning/
teaching activities conducted using technological devices. The study identified difficulties such as the
unavailability of online academic systems, internet-connected devices and poor internet connections.

Different countries have been responding to the pandemic in various ways, ranging from a lack of response to
social isolation strategies and curriculum redevelopment for online learning (Crawford et al., 2020; Reimers &
Schleicher, 2020; Bao, 2020; Mulenga & Marban, 2020), which has in some cases been identified as an
impediment (Kanwar & Daniel, 20207). Crawford et al. (2020) studied the higher education digital responses of
20 countries during the pandemic. They claim that students and teachers are liable to face difficulties which
include different learning style preferences, a lack of social services and medical attention, and the
unavailability of efficient/suitable assessment and evaluation methods due to class sizes.

Reimers & Schleicher (2020) proposed an education response to support the exchange of knowledge at all
levels of educational governance during the outbreak. However, they identified difficulties such as the
unavailability of parents/guidance to aid virtual learning and teaching at home, the absence of communication
between teachers and parents to ensure learning is aligned with the curriculum, and inadequate relationships
with students. Bao (2020) studied the initiation of online teaching in higher education using Peking University’s
online education, noting that while teachers lacked preparation, virtual teaching experience, and assistance
from educational technology personnel, students also lacked learning materials, self-discipline and a good
learning environment at home.

Moreover, online education has an influence on the wellbeing or psychological nature of students (Sahu, 2020;
Smart Learning Institute of Beijing Normal University, 20208). Sahu (2020) analysed the impact of the outbreak
on the education and mental health of students and teachers and identified challenges such as a lack of
resources/infrastructure, the inability to monitor students during online tests to avoid cheating, a lack of
internet/accommodation facilities, resilience (Mays, 2020°) and traumatic stress (Gross, 2020). Alhabshneh et
al. (2020) posited that students faced challenges such as class sizes, feelings of disconnectedness, a loss of
teacher immediacy and interpersonal interaction. Reimers & Schleicher (2020) and Zhang et al. (2020)
suggested that students often lacked the motivation, strategies, resilience, learning abilities and skills to
enhance individual and online learning, and they had poor emotional health and complex home-environments
for studying.

When it comes to language learning, since the outbreak of the pandemic various research studies have been
published on the many different issues that the process of adapting to this new situation has raised. However,
none of them have as their main focus the impact of the pandemic on oral communication skills. Regarding the
learning process, Wargadinata et al. (2020) described in their paper the shift in Arabic learning at their higher
education institution, which was transformed from a personal-cultural approach to an instrumental-functional
approach. In this case, students were more likely to use the video function through the Whatsapp application
and have peer-discussion activities. At a more psychological level, MacIntyre et al. (2020) studied language
teachers’ coping strategies during the Covid-19 conversion to online teaching and showed that this situation
had indeed resulted in high levels of stress for them, which undoubtedly also has a consequence on the students’
learning process. The report of the British Council (2020)!° also focused on teachers’ needs during the pandemic
and highlighted that they perceived online teaching to be more tiring for them as well as for students compared
to physical interaction. It also took them longer to plan their lessons and they believed that the success of

7 Kanwar, A., & Daniel, J. (2020). Report to commonwealth education ministers: From response to resilience. Commonwealth of Learning.
https://search-proquestcom.ezproxy.uned.es/docview/2458995621?accountid=14609

8 Smart Learning Institute of Beijing Normal University. (2020). Handbook on facilitating flexible learning during educational disruption:
The Chinese experience in maintaining undisrupted learning in Covid-19 outbreak. UNESCO International Research and Training Centre
for Rural Education.

° Mays, T. (2020). Towards more resilient schooling: Possible models for the future. Commonwealth of Learning. https://search-proquest-
com.ezproxy.uned.es/docview/2458993339?accountid=14609

10 British Council (2020). A survey of teacher and teacher educator needs during the Covid-19 pandemic April-May 2020. https://www.
teachingenglish.org.uk/sites/teacheng/files/covid19-teacher-teacher-educator-survey.pdf
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online learning depended on students’ self-discipline. Some recommendations were also provided in this report
(p. 5), such as giving teachers opportunities to share learning, provide training and support on how to teach
remotely, provide clear guidance on how to choose platforms or develop material in combination with television,
radio and other ‘distance learning’ methods. Another study published by Sayer & Braun (2020) on the impact of
Covid-19 remote learning on English learners in the United States showed some socioeconomical disparities
due to the lack of preparation of some students to move to remote learning. Moreover, there were also some
communication challenges in this situation, since the online resources that were provided lacked the necessary
meaningful social interaction for language learning despite significant efforts in the second language classroom
(Altavilla, 2020). Another study also found that participation in a discussion in an online setting also depended
on how comfortable students felt when speaking in English, and some found it more difficult to communicate
complex ideas through texting or commenting functions and they preferred conversations with their teachers
and peers in person (Williams & Carhill-Poza, 2020!!). In this regard, Hartshorn and McMurry (2020) revealed,
among other findings, that the pandemic was more challenging for students than for teachers and it affected
their oral communication skills since they experienced less language development for speaking than for writing.
The Education Development Center (2020)!2 also stated that teaching English online can be a struggle for both
teachers and learners since many of the strategies used do not translate into virtual environments, especially
with the implications that this situation has for the enhancement of oral communication skills. As for effective
tools for teaching English online during the pandemic, Destianingsih and Satria (2020) conducted a study in
which they found that students mainly preferred the use of Google Classroom compared to WhatsApp and
Zoom. Another study conducted by Altam (2020) revealed that students felt enthusiastic using social media to
learn English during this period and that they felt their language skills improved. In this same line of research,
Amuthan Krishnan et al. (2020) conducted a study to find out students’ perceptions regarding the use of blogs
and forum for English learning during the pandemic. The results show that students were eager to use these
resources and that it contributed to the overall acquisition of language skills. However, they all agreed that they
would prefer this to be combined with face-to-face classes.

Materials and Methods
Research Design

An exploratory survey research design was chosen for this study using a questionnaire to collect the necessary
data for our research. This method is exploratory since it aims to describe students’ perceptions in an issue that
has not been deeply examined to date, to shed some light and initiate further research in this respect. Moreover,
the research was cross-sectional since the data for the study was collected once and a mixed-method approach
was used with quantitative (numerical) as well as qualitative (students’ answers) data.

Participants

Participants were students from the Education Degree at the University of Alcala who had a course of English
as a second language which requires upon completion a B2 level of language competence (19 participants out
of 24 students that were part of the class in total). The rest of students of the class did not participate because
they did not follow the process of continuous assessment in which class participation is required, and thus they
only take the final exam. All participants were aware of the aims and objectives of the study and accepted to
participate voluntarily.

Instruments
The survey used (Appendix 1) was adapted from two other existing ones that aimed to study issues in English

language learning (British Council, 2020) and perceptions of students in higher education institutions during
the Covid-19 pandemic (Demuyakor, 2020). It was subsequently validated by two Spanish university professors

11 Williams, T. P. & Carhill-Poza, A. (2020). For many immigrant students, remote learning during Covid-19 comes with more hurdles. The
Conversation.  https://theconversation.com/for-many-immigrant-students-remote-learning-during-covid-19-comes-with-more-hur-
dles-144633

12 Education Development Center (2020). How is the Pandemic Affecting English Learners? https://www.edc.org/how-pandemic-affect-
ing-english-learners
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and anonymously distributed through a Google Form link to the participants.The reason why the questionnaire
was used is because it is an instrument that allows the researcher to collect a considerable volume of data
easily and quickly (Fraenkel & Wallen, 2019) and, in general, it is not an instrument that requires a lot of time
on the part of the participants, which is essential for them to be encouraged to participate and respond in the
most reliable and precise possible way. Results were analysed in a descriptive way, since this is considered a
preliminary research study to set the basis for further research in this topic in the future. This was done using
the numerical data from the survey as well as the qualitative answers added by respondents.

Results and Discussion

In this section we will analyze the results obtained through the distribution of the survey in order to answer the
RQs stated in the introduction of the paper. First of all, regarding the tools that students perceived as the best
to enhance their communication skills in English, group video or audio calls (which can take place via Zoom or
Skype for example) were perceived as the most useful ones (88,9%), followed by online games and materials
(50%) and mobile phone messaging and app messaging (33,3%) and social media (27,8%). Compared to what
studies cited in the theoretical part of our study stated (Destianingsih & Satria, 2020; Amuthan Krishan et al.,
2020), in which other tools were used that were not specifically oriented towards the enhancement of oral skills,
in this case the mentioned resources were more focused on the communication process in the online classroom.
However, according to students’ responses, teachers mainly used group video or audio calls, but social media
and gamified online content were not among their most used tools. Regarding their justification for these
options, students highlighted the lack of interaction, the feeling of having someone listening to you and
motivation as key aspects of the tools they find more useful for them. Some of these reasons were mentioned in
the studies conducted by Reimers & Schleicher (2020) and Zhang et al. (2020) as factors which can be
problematic when teaching online. However, in this case students perceived them as part of the justification of
why they thought that the tools they chose could be beneficial for their learning.

When asked about how easy or difficult they found communicating with their partners in class, Figure 1 shows
that the highest percentage of participants had an average perception about it.

Figure 1

Respondents’ Perceptions on How Easy or difficult it Was for Them to Communicate with Their partners in Class

How difficult or easy was it for you tocommunicate directly
with your teacher in your online English class?

40
35
30
25
20
15
10

Percent

21,1 36,8 36,8 53

2 3 4 5
Scale: (1) Difficult to (5) Easy

However, when asked about this interaction with their teachers, results showed a higher difficulty (Figure 2),
which was also highlighted by Reimers & Schleicher (2020).
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Figure 2

Respondents’ Perceptions on How Easy or Difficult it Was for Them to Communicate with Their Partners in Class

How difficult or easy was it for you tocommunicate directly
with your partners in your online English class?

45
40
35
30
25
20
15
10

Percent

Scale: (1) Difficult to (5) Easy

Regarding their confidence, results showed that 42.1% of participants had an average perception about how
difficult or easy it was to communicate directly with their partners in their online English class (Figure 3).

Figure 3

Respondents’ Level of Confidence when Speaking in an Online Class

How confident were you to speak in class while taking
online English lessons? (Scale 1 to 5)

40
35
30
25
20
15
10

Percent

53 36,8 21,1 31,6 53

1 2 3 4 5
Scale: (1) Confident to (5) Very Confident

In this sense, the main challenges that students faced while communicating in English were related to technical
problems (83,3%), the artificial environment (50%), feeling shy (50%) and too many distractions at home
(44.4%). The technological challenges seem thus to be a general factor of discomfort for the learning process,
as stated by previous studies (Zaharah et al., 2020).

When students were asked about their level of satisfaction with their oral communication skills in English after

taking an online class, none of them felt completely satisfied and the highest percentage of students showed a
low level (Figure 4).

35



ELENA ALCALDE PENALVER, JESUS GARCIA LABORDA

Figure 4

Respondents’ Level of Satisfaction with Their Oral Communication Skills in English after Taking an online Class

At the end of the semester, how dissatisfied or very satisfied
were you with your oral communication skills in
Englishafter taking an online class?

50

Percent

40
30
20

10
42,11 31,58

2 3 4
Scale: (1) Dissatisfied to (5) Very Satisfied

Students’ main concerns in this regard were related to connection problems and the lack of “real communication”,
which did not allow them to speak as much as in a face-to-face class. This is in line with the results by previous
studies (Alhabshneh et al., 2020; Sahu, 2020).

When asked if they felt they had missed out on some learning opportunities to enhance their communication
skills, the lowest percentage corresponds to those who answered negatively, which shows that most of the
students felt as they were not getting as much as they would in a physical class (Figure 5). This is also in line
with the results of the study published by Hastshorn & McMurry (2020).

Figure 5

Respondents’ Perception about Having Missed Out on Some Learning Opportunities to Enhance their Communication
Skills

Did you feel that whith English lessons you missed out on
some learning opportunites to enchance your
communications skills?

mYes
® No

B Maybe

15,79%
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Finally, regarding the main differences they felt that existed when comparing online and face-to-face lessons,
students highlighted again problems related to not feeling confident enough to speak in front of the computer,
the artificial environment of the online class and technical problems they had to face, which is also in
accordance with what was stated previous studies (Williams & Carhill-Poza, 2020).

These results allow us to answer the two RQs that we established in the introduction of our paper. First of all, to
answer RQ1, students highlighted technical problems as some of the main challenges, as well as not feeling
completely comfortable in the online learning environment due to the lack of real communication, feeling shy
and too many distractions at home which resulted in average results when asked about their level of satisfaction
with their oral communication skills after taking the online class. This also had a consequence in the perception
of their progress, since the majority felt that they had somehow missed out on some learning opportunities. In
this regard, more attention should be paid by universities in general to solving the technical problems that
students have been forced to deal with and also in providing teachers with training so as to tackle issues
relating to boosting students’ confidence when it comes to speaking in a foreign language in a virtual
environment.

Regarding RQ2, students found that group video or audio calls were the most useful tools due to the
communication component that enabled them to benefit from, followed by online games and materials. This is
in line with what was stated by Destianingsih and Satria (2020) regarding the use of Google Classroom, which
also allows students to use this kind of communication tools, or the study by Amuthan Krishnan et al. (2020) in
which results showed how students perceived online materials such as those published in blogs as very useful
to improve their language skills. However, only group video or audio calls were the most used tools by teachers,
and online games and materials were not among their preferred options. This data could be of interest for
future teaching considerations, since gamification has become a popular teaching methodology with many
learning benefits that can be considered also in the online classroom and includes some of the key aspects
highlighted by the respondents of our survey such as interaction and motivation.

Conclusion

The two aims of this paper were to analyse students’ main challenges when communicating in English in an
online setting as well as their perceptions about the tools and methodologies that worked best for them to
enhance their oral skills. In order to answer the research questions associated with these aims, first of all in our
introduction we reflected on the current situation of education and the changes that this pandemic has brought
to it. In the theoretical framework we reviewed the most recent literature related to our topic of analysis, which
allowed us to compare and contrast it with the results we obtained after distributing an online survey. These
results were quantitatively and qualitatively analysed to provide a preliminary basis on what the main
challenges that learning English online entails for enhancing students’ oral skills in English. According to these
results some of the main challenges students encountered were related to technological problems and the lack
of real communication in the online environment, which they perceived as artificial. As for the main tools and
methodologies, students found that group or audio calls, as well as gamified content were the ones that worked
best of them, but they reported a lack of gamification techniques used by teachers in the virtual classes.

Although this is just a preliminary study on how the pandemic has had an impact on communication skills for
students learning English as a second language, we believe that it provides an opportunity to challenge its
status quo and explore and reflect on new approaches to the delivery of quality education in this regard.
Regarding the limitations of the study, it must be said that the sample is limited and the study was only
conducted in one university. However, we believe that this type of research studies are of special relevance in
this period of time to educational developers and policymakers because it gives a preliminary understanding of
aspects that can be considered to improve the efficacy of learners’ and what teachers should consider in their
virtual classes when it comes to enhancing English oral communication skills.
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Appendix 1

Communication in English in online settings
Age Place of residence

Which tools did your teachers use to teach English remotely? (Tick all that apply)

Group video or audio calls (e.g. Zoom, Skype, etc.)

Recorded video and screencasts Slide presentations (e.g. PowerPoint)
Email

Phone calls

Social media (e.g. Facebook, Edmodo, etc.)

Other

0 B B B B O

Which tools worked best to enhance your communication skills in English? (Tick all that apply)
Group video or audio calls (e.g. Zoom, Skype, etc.)

Recorded video and screencasts Slide presentations (e.g. PowerPoint)

Email

Phone calls

Mobile phone messaging or app messaging

I B R O R B

Online games and materials
[0  Social media (e.g. Facebook, Edmodo, etc.)

Explain why the tools you chose in the previous question worked best for you.

How easy or difficult was it for you to communicate directly with your partners in your online English class?
(1 being very difficult and 5 very easy)

How easy or difficult was it for you to communicate directly with your teacher in your online English class?
(1 being very difficult and 5 very easy)

How confident were you to speak in class while taking online English lessons?
(1 being not confident at all and 5 very confident)

What were the top three biggest challenges you faced while communicating in English in your online class?

Artificial online environment I was not used to
Feeling shy

Too many distractions at home

Technical problems

Oooooao

General anxiety about the coronavirus pandemic
O  Other

At the end of the semester, how satisfied were you with your oral communication skills in English after taking
an online class?

(1 being not satisfied at all and 5 being very satisfied)
Provide a justification for your previous answer.

Did you feel that with online English lessons you missed out on some learning opportunities to enhance your
communication skills?

O No 0 Yes 0 Maybe
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Provide a justification for your previous answer.

What were the main differences that you experienced while taking online English lessons compared to face-
to-face learning regarding your oral communication skills in English?

Is there anything else you would like to tell us in relation to your experience learning English in an online
environment?
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The Covid-19 pandemic has had a profound impact on education, not only due to its dramatic
interruption of the school year (2019-2020) but also its potential effect on many aspects
regarding teaching in the future. In particular, focusing on Spain, this year’s events have also
highlighted the lack of digital resources and preparedness of the schools, which has resulted in
some difficulties when adapting to the new circumstances. In this paper, the author will start
by explaining how the digital competence has developed into an indispensable competence
for learning in the past decade, which the current global pandemic has emphasised even more.
As a consequence of this pandemic, schools and education centres remained closed from
March 2020 to the end of the academic year in Spain. This article focuses on the importance of
technology accessibility and digital competence in language learning, as well as the way it was
overlooked in practice. The immediate response from the Ministry of Education will be analysed
and compared to the way teachers and schools in the Valencian region (Spain) supported the
students during the enforced lockdown in the last trimester of the academic year in primary
school. For this, teachers in four schools in Castellon (Valencian region) were interviewed, and
drawing from their replies, the current reality of the use of technology in primary school will
be examined and compared to the national guidelines and frameworks provided for educators.
Questionnaires were used and analysed using a qualitative approach, while comparing the
current situation to the expected response according to the educative guidelines.

Keywords: digital competence, communicative competence, pandemic, Covid-19, language
learning, school curriculum

Introduction

The novel disease Covid-19 has become the fifth documented pandemic since the flu pandemic in 1918 (Liu et
al., 2020). While it was first reported in Wuhan, China, around December 2019, it rapidly spread worldwide
affecting most of the planet by March 2020. Because of the aggressive - and potentially deadly - nature of the
symptoms and high risk of contagion, the world shut down in its majority, resorting to long quarantine periods
of isolation. Consequently, as well as many other sectors, education was greatly affected. Some classes were
cancelled, and others moved to online platforms. Countries around the world provided internal general
guidelines to their educators, with restrictions and policies for the schools to follow and provide online support
to the students. And Spain was no exception. For a long time now, digital competence had become vital to
educators and learners, finding its place among the essential learning competences of the 21st century ( Ferrari
et al., 2012; van Laar et al., 2017). Yet, this competence is linked to different contextual factors.

The objective of this paper is to discuss the essential role of digital competence in education, along with the
factors involved in its use, within the context of the pandemic. This paper reveals the contrast between the
unpreparedness of schools in terms of integrating this competence, which has been highlighted dramatically in
such a moment of necessity, and the confusing guidelines received from the governmental institutions.
Throughout this paper the author will focus on the experiences of English language teachers during the
pandemic, starting with an analysis of the concept of competence and digital competence involved in language
learning; following with its inclusion in the curriculum; and, finally, examining real teacher experiences along
with data on the schools’ responses to the pandemic.
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The aim of this research is to draw attention to the inconsistencies between guidelines and practice in the
school setting, along with the need of integrating digital competence in language learning from a realistic
perspective, taking into account school resources and students’ access to technology.

Literature Review
Competences

The concept of ‘competence’ has been theorised and described in education time and time again. Nevertheless,
the coining of the term is generally credited to Chomsky, along with the dichotomy between competence and
performance (Chomsky, 1965). His intention was to depart from the Saussurean distinction between langue
and parole, and proposed a distinction between linguistic competence, understood as the knowledge underlying
the necessary skills to use a language, and performance as the actual use of language in specific situations.
While Chomsky was the first to define this concept, a very complete definition of what constitutes a competence
is provided by Martinez-Carrasco (2017, p. 154)":

A polyhedral, complex construct composed of a dynamic cluster of forming elements that apply
to specific, situated work conditions. Knowledge, skills, behaviour, and attitudes, whose weight
in the overall competence construct may vary according to the particular task to be performed,
play the most relevant role in the said cluster.

Such is the complex and varied nature of the concept of competence that defining the competences involved in
language learning has been one of the main foci of Second Language Acquisition. From purely linguistic
competences, the focus shifted towards interaction and communication. In fact, the communicative competence
has been on the spotlight for decades, going from Hymes (1972), through Celce-Murcia (1995), and Dornyei
(2009), among many others. It has become one of the key competences according to the most used language
learning framework worldwide, the Common European Framework of Reference for Languages: Learning,
teaching, assessment?. This competence, however, has now developed into a macro-competence encompassing
different sub-competences. Chabert and Agost (2020) provide a visual interpretation of the communicative
competence and its sub-competences from a plurilingual perspective, which is provided below for further
reference and illustration of the competences involved in language learning:

Figure 1

Competences Involved in the Communicative Model

! Martinez-Carrasco, R. (2017). Epistemological approaches to legal translation education: A situated account [Universitat Jaume I]. https://
dialnet.unirioja.es/servlet/tesis?codigo=13683

Council of Europe. (2018). Common european framework of reference for languages: Learning, teaching, assessment. Companion volume with
new descriptors. Council of Europe Publishing, Strasbourg, available at https://rm.coe.int/cefr-companion-volume-with-new-descrip-
tors-2018/1680787989

)
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Note. Competences involved in the communicative model in LX learning. Reprinted from “Communicative language teaching: Is there a
place for L1 in L2 learning?”, by A. Chabert and R. Agost, , 2020,European Journal of Language Policy, 12(1), p. 62. Copyright 2020 by Liver-
pool University Press. Reprinted with permission.

In the above illustration (Figure 1), the different competences involved in Additional Language Learning can be
observed, which, in the case of this study, would refer to English teaching. Nevertheless, these competences do
not account for the limitations brought by the pandemic, which relied on a more computer-based learning.

By the end of the twentieth century, computer-assisted language learning (CALL) was brought to the spotlight
thanks to the progress in technology. According to Chapelle (2009), already at the start of the 1990s, computer
technology began to be considered something that teachers could add to other learning materials and activities.
The role of technology started to change and to add dimensions to communicative competence. In line with
this, she stated that “anyone who uses technology to produce, comprehend, and interact in an L2 [second
language] today is easily convinced that communicative competence is tied to the technologies chosen and
used” (Chapelle, 2009). Yet, despite the direct link with communicative competence, the transversality of
digital competence transformed this construct into an independent essential skill of the twenty-first century
rather than a sub-competence of communicative competence.

Digital competence is an evolving concept, as it is intrinsically interconnected to the development of technology.
A study from the University of Helsinki analysed 76 educational research articles attempting to define digital
competence and suggested that it consists of different competences and abilities (Iloméki et al., 2016):
technical competence, the meaningful use of digital technologies in every life aspect, the ability to evaluate
technologies, and the motivation to participate in digital culture. Ilomaki et al. (2016, p. 657) define digital
competence as an emerging and broad connecting concept that “operates as a loosely defined boundary concept
(and a transdiscursive term) amongst policy-makers, practitioners and researchers.” However, the European
Commission has not only defined it, but has created a framework to be implemented in European policy.
According to the Commission, a lack of digital skills has a direct impact on people’s chances in life . Consequently,
this framework was created in order to identify and describe the main competences and skills involved in digital
competence. This way, the DigComp project was launched with the aim of identifying the key components of
digital competence, developing its descriptors to feed a conceptual framework and propose guidelines (Ferrari,
2012). This framework was to be implemented in multiple domains including education and employment, with
DigCompEdu focusing on a framework specific to educators (Redecker & Punie, 2017).

Due to the current technological requirements, teachers are required, now more than ever, to first develop their
digital competence to help students become digitally competent. For this, DigCompEdu provides the 22
elementary competences organised in 6 areas that are illustrated on Figure 2 below:

- Area 1: Related to the professional environment of educators

- Area 2: Focused on the digital resources, their use, creation and management

- Area 3: The use of digital technologies for teaching and learning

- Area 4: The use of digital strategies and technologies for assessment

- Area 5: Empowering learners through the use of technology

- Area 6: Focused on specific pedagogic competences involved with digital competence
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Figure 2

Educators and Learners Competences Involved in Digital Competence

Note. Diagram on the learners and educators’ competences Involved in Digital Competence. From European framework for the digital
competence of educators, by C. Redecker, and Y. Punie, 2017, p. 8. Copyright 2017 by Publications Office of the European Union. Reprinted
with permission.

The above competences (Figure 2) reflect the areas involved in digital competence and required in digital
learning. From this table, it can be observed that, if any of the areas fail (such as the digital resources due to a
lack thereof), digital learning and its competences will suffer as a result.

Not long after this project, the Ministry of Education launched the Common Framework for Teacher Digital
Competence based on DigComp, and its use was agreed between the State and Regional governments?. This
framework was focused on the continuous development of educators in the competences involved in digital
competence. Throughout the document it is proposed to promote the implementation of the relevant guidelines
that would allow the acknowledgment and evaluation of the educators’ digital competence according to the
common framework, as well as promoting the implementation of reference national digital systems*. According
to this, and the Spanish Curriculum analysed below, it would be safe to assume that, for educators to be able to
develop and use their digital competence, education centres would have to provide the educators with the
necessary platforms and resources. Nevertheless, the guidelines are mainly focused on the teacher’s knowledge,
skills, development and strategies to prepare for the digital world, somehow underestimating the need for a
good digital infrastructure.

Information and Communication Technology in the Spanish Curriculum

Since its reform in 2013, the Spanish Education Law that was current during the school year 2019-2020
(LOMCE?, for its acronym in Spanish) emphasised three main foci®: ICTs (Information and Communication
Technology), Plurilingualism, and the modernisation of Professional Training studies, which are well-
established European key points (Breidbach, 2003; Council of Europe, 2001, 2008; European Commission,
Council of Europe, European Economic and Social Committee, & Committee of the Regions, 2018). This law
also highlighted digital competence as a 21%t-century key competence, according to the report from the

3 Spain is a nation divided in autonomous regions, hence, while the State provides general guidelines to be followed at a national level,
each of the regions have certain freedom within those parameters and regulate education, resulting in some differences across the coun-
try.

4 INTEF. (2017). Marco comun de competencia digital docente. — Septiembre 2017 [Common framework for digital competence in educa-

tion. - September 2017]. https://aprende.intef.es/sites/default/files/2018-05/2017_1020_Marco-Comun-de-Competencia-Digital-Docen-

te.pdf

LOMCE (Ley Orgéanica 8/2013, de 9 de diciembre, para la mejora de la calidad educativa). BOE 2013. BOE-A-2013-12886

While these foci still remain, there was a new reform published on the 28th of December 2020 (LOMLOE), which focuses on the develop-

ment of competences, inclusivity, and, among other changes, eliminates final tests in primary and secondary school. (BOE, 2020a)

ENERT
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European Commission’. The LOMCE recognised the impact of new technologies and globalisation in the
current way of learning and communicating stating that:

The general implementation of Information and Communication Technologies (ICTs) into the
educational system, which will take into account the principles of universal accessibility for
everyone, will make it possible to personalise education and adapt it to the needs and pace of
each student. [Own translation]

The above section starts with the principle of accessibility and adaptability of ICT resources, which follows with
an emphasis on the importance of a methodological change in teaching and the digitalisation of resources, all
while urging the schools to adhere to their budgets, as it can be read on the next section (BOE, 2013, p.10):

Information and Communication Technologies (ICTs) will be a fundamental piece to
carry out the methodological change that will lead us to achieve the objective of improving
the educational quality. [...] Having evaluated the above, it is essential that the school
digitalisation model chosen is economically sustainable, and that it focuses on the creation
of a national digital ecosystem that allows the regular development of the options for each
educational administration. [Own translation]

This regulation continues by focusing on virtual environments and digital platforms, as well as claiming that
accessible platforms will be available for the whole education community.

Virtual learning environments used in public schools will facilitate the implementation
of specific educational plans designed by teachers to achieve specific curriculum objectives,
and should contribute to the extension of the concept of the classroom in time and space.
[...] The Ministry of Education, Culture and Sports will offer digital and technological
platforms accessible by the entire educational community, which may incorporate didactic
resources provided by the educational administrations and other agents for their shared use.
The resources should be selected according to parameters of methodological quality, adoption
of open standards and availability of sources that facilitate their dissemination, adaptation,
reuse and redistribution and will be recognised as such. [Own translation]

Yet, despite the statement on “general online platform availability”, the PISA 2018 study from the OECD? shows
that only 51.5% of educative centres use online platforms and only 53.3% of schools consider the number of
digital devices with internet access as sufficient.

A year after the 2013 Reform, an update of the primary school national curriculum included digitalisation and
the use of technology throughout the curriculum as part of the transversal skills and competences required in
all subjects. In fact, Article 10 in the BOE of 2014, focuses on transversal elements and states that:

Without prejudice to their specific treatment in some of the subjects of each stage, reading
comprehension, oral and written expression, audiovisual communication, Information and
Communication Technologies, civic and constitutional education and projects will be
included on in all subjects. [Own translation]

However, when focusing on the curriculum for foreign language learning it can be observed that there are no
direct guidelines for ICTs, other than a general statement requesting their integration in the learning process.
One of the main criticisms against these guidelines is the fact that ICTs are expected to be included in school
subjects and that educators are required to be digitally knowledgeable; but, they do not seem to consider the
actual technological resources available to students in and out of the schools.

7 European Commission. (2008). Improving competences for the 21st century: An agenda for European cooperation on schools. In
COM(2008) 425 final. https://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=COM:2008:0425:FIN:EN:PDF

8 See page 9 in BOE-A-2012-5403. Ley Organica 8/2013, de 9 de diciembre, para la mejora de la calidad educativa, 1 [Organic Law 8/2013, of
9 December, for the improvement of the quality of education, 1] (2013). https://www.boe.es/diario_boe/txt.php?id=BOE-A-2012-5403

° OECD. (2020). PISA 2018 Results (Volume V): Effective policies, successful schools, PISA, OECD Publishing, Paris, https://doi.org/10.1787/
ca768d40-en.

10 BOE-A-2014-2222. Real Decreto 126/2014, de 28 de febrero, por el que se establece el curriculo basico de la Educacion Primaria, Boletin
Oficial del Estado 19349 [Royal Decree 126/2014, of 28 February, establishing the basic curriculum for Primary Education, Official State
Gazette 19349] (2014).https://www.boe.es/buscar/doc.php?id=BOE-A-2014-2222
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While the relationship between language learning and technology has been long and fruitful (Trujillo Séez,
Salvadores Merino, & Gabarrén Pérez, 2019), access to new devices and resources has meant that the use of
technology in language education continues to be in a constant state of development. Yet, the reality is that
the theory does not seem to go hand in hand with the practice, as it can be observed in the response to the
pandemic in Spain.

Response to a Pandemic

It was only when the pandemic broke out back in March 2020 that the real use of technology in the classroom
was put to the test. On the 14" of March of 2020, the State of Alarm was declared in Spain, which closed schools
and required educators to continue the third semester of the school year online. The national Ministry
guidelines had to adapt to Covid-19 publishing an adapted legislation in 2020!!, stating that educative centres
would identify the students who were not able to connect online and prepare plans to achieve their connexion
to education in order to ensure they could continue learning as soon as possible. This order also asserted that
the Administration, as well as education centres, would identify the students lacking digital media and would
increase the availability of technological resources to be lent to these students. In regard to the curriculum, the
educators, along with the schools, were advised to develop tools and continue classes online so that the
students were able to continue learning from home. As observed above, according to the law of 2013
technological platforms would be accessible by the entire educational community. However, most of the schools
did not have, by the start of 2020, an online platform and the Ministry of Education provided a very limited
number of online resources to teachers.

The objective of this paper is to examine the inconsistencies between guidelines received by the schools during
the Covid-19 pandemic and actual experience from the teachers during that period. This research will highlight
the need of integrating digital competence in language learning from a realistic perspective, taking into
account school resources and students’ access to technology. Having reviewed the current literature on
competences, in particular on digital competence and its position in the Spanish curriculum, the author
analyses the teachers’ response and experience during lockdown in 2020. This is a small-scale research paper
focused on a reduced sample, however its purpose to highlight the differences and lack of guidance in different
schools even in such a small sample is testimony to the need for a better understanding of the need for
technology in education in the future.

Materials and Methods
Research Design

In order to carry out the research, the author followed a qualitative method using open-ended question
interviews, that is, using semi-structured interviews where the respondents had to answer pre-set open-ended
questions, and analysed the data based on grounded theory. A questionnaire was created online using Google
Forms, which was shared to the teachers via e-mail. This questionnaire had a Spanish and Valencian version,
and both were sent to each teacher so that they could choose the language they would like to answer in. The
same questions were asked to all participants, so that the interviews could be more easily analysed and
compared. This approach was particularly useful to get the story behind the participant’s experiences. Given
the length limitation on this paper a summary of the interview replies of the teachers that participated in the
study was provided.

Participants

The sample was focused on English language teachers of four different schools. In order to acquire specific data
from the area of Castellon, a small questionnaire was shared with teachers of English in fifth and sixth year of

11 BOE (2020b). BOE-A-2020-4609. Orden EFP/365/2020, de 22 de abril, por la que se establecen el marco y las directrices de actuacién para
el tercer trimestre del curso 2019-2020 y el inicio del curso 2020-2021, ante la situacién de crisis ocasionada por el Covid-19., [Order
EFP/365/2020 of 22 April establishing the framework and guidelines for action for the third quarter of the 2019-2020 academic year and
the start of the 2020-2021 academic year, in view of the crisis situation caused by Covid-19.] No. EFP/365/2020, BOE-A-2020-4609 (2020).
https://www.boe.es/eli/es/0/2020/04/22/efp365/con
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four primary schools (one teacher was interviewed in each school). The schools were located in very different
areas: the first one (School A) belonged to a humbler district of the city of Castellén, whereas the second one
(School B was located in a wealthier area, where most of the families belonged to an upper-middle class status.
The third one (School C) was located in a regular middle-class area and contained a high number of students
per class. Lastly, the fourth one (School D) in the small town of Borriol, which belongs to the Castell6n area, but
it is located 10km towards the mountains.

All four schools had female English teachers aged between 30 and 45, who were comfortable with digital
technology.

Instruments

This paper uses two main instruments: a questionnaire to gather the personal experiences from teachers in
schools in Castellon and a review of current education guidelines.

The author examined the current national and regional guidelines along with the Common European
Framework of Reference for Language Learning (CEFR, henceforth) following a comparative legal research
methodology. With the purpose of getting the full picture, the CEFR is examined as a framework according to
the current learning guidelines and education laws that have been developed. Consequently, the education
laws in Spain that were current during the year 2020'? are contextualised along with the political measures
implemented during lockdown.

In terms of the questionnaire, the following questions were asked (the below have been translated into English):

- During the State of Alarm implemented in Spain from the 14™ of March to the 21 of June, were the
classes fully cancelled or were they continued online?

- Ifyou continued the classes online, please tell us about your experience.

- Did your students have technological access?

- Do you think the pandemic situation had a direct impact on the English level of the students?

- Given the fact that the classes were online, did you focus on a specific competence more than
another one?

- Bearing in mind that you teach English but you were limited by technology, did you have to use
your mother tongue (Spanish or Valencian in this case) more than you would usually do?

Procedure

Grounded theory methods (Corbin & Strauss, 2008) were used to shape these qualitative interviews via
questionnaire. Thanks to the ongoing contact with several schools during the pandemic for ongoing research
on English learning, it soon became apparent that each of the schools were facing the pandemic differently.
Following inductive reasoning, the author focused on the specific points affecting the different approaches in
each of the schools, namely technological access, and applicable legislation. These strategies led to studying
concrete realities and rendering a conceptual understanding of them (Khan, 2014). The open-ended questions
allowed an exploration of the teachers’ subjective experience during the pandemic within resources and
guidelines constraints that were analysed for further contextualisation.

Analysis

From the questionnaires common themes were extracted: access to technology (and digital resources available),
as well as the confusing or inaccurate guidelines received from different education institutions. The teachers’
experience was complemented with an analysis of the curriculum and guidelines, as well as the subsequent
review of literature on the digital divide in Spain and the new Government programs that acknowledge the
circumstances experienced by the teachers and aim to prevent this in the near future. The analysis of the

12 BOE (2020a). BOE-A-2020-17264 - LOMLOE, Ley Orgénica 3/2020, de 29 de diciembre, por la que se modifica la Ley Organica 2/2006, de
3 de mayo, de Educacién. [Organic Law 3/2020, of 29 December, which amends Organic Law 2/2006, of 3 May, on Education] https:/www.
boe.es/eli/es/10/2020/12/29/3

48



ACCOUNT OF A FORETOLD DEATH

national guidelines also brought to light the main focus on the teachers’ digital competence, rather than the
students’ access to technology and their preparedness for distance learning.

Results and Discussion

In School A, the teacher confirmed that no classes were carried out due to the lack of resources. She also
pointed out how this fact increased inequalities between children and reduced their oral and listening skills on
the new academic course. She confirmed that tasks were given to the students on a weekly basis via e-mail.
This school did not have an educative platform, so any activities or doubts were solved via e-mail. Consequently,
not all competences were able to be developed, with the focus being kept on written activities only, so that they
could be provided via e-mail. This had a direct effect on the students’ English language development. Likewise,
the school did not have the means to provide devices to vulnerable students either.

In School B, however, classes continued fully online, since this school did have an online platform and the
students had access to technology at home. However, the teacher confirmed that the classes were very different
to what was initially programmed. From the national guidelines, the teachers were advised not to progress on
any content and to review for the rest of the academic year. This teacher confirmed to try and work on all
language learning skills and stated that there was no difference in language use of the mother tongue in the
English classroom. Despite the fact that no new content was learnt, the students continued practising English
and this teacher felt like the quarantine did not have a significant impact on the students’ learning.

In School C, in contrast, the classes stopped but a blog was created as a way of providing a virtual classroom.
However, the teacher complained that the attendance to the ‘virtual’ classroom was very difficult to control
and, in the end, it became more of an asynchronous solution. She mentioned that, in order to teach online a
good platform for classroom management was necessary, as well as different tools. This school was able to
provide some students with tablets so that they were able to have technological access. Yet, she confirmed that
some students did not do anything at all, while others were in regular contact until the end of the school year.
She stated that online classes, in her opinion, do not work in primary school for long periods of time. Also,
because the classes are big and students are reluctant to participate, some students were feeling demotivated
by the situation. According to this teacher, the students that did not follow the online class did lose a lot of
fluency and their English level was reduced.

Lastly, in School D the teacher taught adapted content online (via Zoom) but confirmed she was unable to
progress with the curriculum in accordance with the national guidelines provided. In this school, the classroom
groups were much smaller due to the small size of the town. The teacher confirmed she focused more on writing
and reading comprehension, rather than listening and speaking. She also stated that: ‘Obviously, this school
interruption has resulted in increasing level inequalities among children and reduced oral and listening skills’.
She mentioned that they had online meetings daily to solve queries and send more homework. Those final
three months at the end of the academic year were used to review the content the students had studied until
that point, which helped them consolidate vocabulary and structures.

In relation to the competences involved in language learning including the correct implementation of digital
competence, it was observed that the learners’ competences could not be developed in their totality during the
pandemic. This was the result of a lack in resources from both students and the schools, and it also led to a
divide among the learners in terms of language levels.

All in all, the situation of each school appears to be more limited by the school resources than the actual digital
competence of the teacher, which seemed to be the focus before the pandemic, based on the European and
current Spanish national guidelines and frameworks.

The Digital Divide

Consequently, the focus must shift the digital divide, which includes factors such as the unequal opportunity to

access information, knowledge and education (Serrano-Santoyo & Martinez-Martinez, 2003). The digital divide
is characterised by two main factors: not being able to use ICTs (which was the main focus prior to the
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pandemic) and the lack of access to technology either at home or school. The lack of access to ICT or its poor
use result in exclusion (Canén Rodriguez et al., 2016), which can be observed on one of the fragments from the
account of the teacher in the first school, which is provided below in Spanish (original) and its translation:

‘Para dar clase a distancia es necesaria una buena plataforma, programas de edicién y
ordenadores en condiciones. Todo esto no existia para primaria... Algunos alumnos no tenian
material adecuado para seguir las clases. Los alumnos que siguieron las clases poco a poco se
iban desmotivando, sus circunstancias de encierro tampoco favorecian la motivacién.Los que
no siguieron las clases, han perdido mucho.’

(‘In order to teach from home, you need a good platform, editing software and computers. All
this did not exist in primary school...Some students did not have adequate material to follow
the classes. The ones who followed the classes gradually became demotivated; their confined
circumstances did not favour motivation either.Those who didn’t follow the classes have lost a
lot [of knowledge]’)

In terms of resources, the four schools participating in this study had interactive whiteboards in the classroom,
but only two of them had devices available for the students to take home in case of need and only one of them
had an actual online platform, while the other three depended on the teachers to prepare and provide the
necessary resources to the students.

A national statistical analysis of 2020 shows that 75.3% of household in Spain situated in areas with a smaller
population than 10,000 had at least one device per home (this includes PC, tablets, laptops and similar gadgets),
while in the household located in cities of 100,000 inhabitants or more the percentage was higher than 85%".
This already presents an inequality based on the area. While in the analysed case the difference between rural
and urban areas did not appear to affect the access to technology, the difference between economically diverse
areas played a major role.

Learning from Mistakes

While the conclusion above can appear to be anecdotal, it can be extrapolated to what Spain has lived as a
whole, as it was confirmed by the Ministry of Spain in the new guidelines proposed for the current academic
year 2020-2021.

According to the new addendum to the programme ‘Educa en Digital’ (Digital Education) from October 2020 by
the Ministry of Education and Professional Training, along with the Public Company Red.es!4, the Government
seems to have acknowledged this shortage of technological material launching a programme to promote the
technological transformation of education in Spain. This initiative started in the academic year 2020-2021 and
is still ongoing. Its objective is to provide half a million devices to educative centres so that they are available
to the students. This addendum admitted that:

The closure of schools as a measure to combat the pandemic meant that many vulnerable
students were unable to continue their learning process because they did not have the
appropriate devices, connectivity, or tools to do so. [Own translation]

This programme also acknowledges that education in Spain requires a process of digital transformation along
with the standardisation of online resources, ICT tools for communication and collaboration, availability of
devices and connexion to the internet not only for the educators but also for the students in the classroom, and
also from home.

13 Fernandez, R. (2020). Porcentaje de viviendas equipadas con ordenador en Espana en 2020, segin hébitat. Statista [Percentage of homes
equipped with a computer in Spain in 2020] https://es.statista.com/estadisticas/539611/porcentaje-de-viviendas-con-ordenador-se-
gun-habita

4 BOE (2020c). BOE-A-2020-7682. Convenio entre el Ministerio de Educacién y Formacién Profesional y la Entidad Publica Empresar-
ial Red.es, M.P., para la ejecucién del programa «Educa en digital» en las ciudades de Ceuta y Melilla, mediante acciones para apo-
yar la transformacién digital, Boletin Oficial del Estado 91879 [Agreement between the Ministry of Education and Vocational Train-
ing and the Public Business Entity Red.es, M.P., for the implementation of the “Educa en digital” programme in the cities of Ceuta
and Melilla, through actions to support digital transformation, Official State Gazette 91879] (2020). https://www.boe.es/diario_boe/txt.
php?id=BOE-A-2020-7682
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As a result of the pandemic, the Ministry has launched the educative website ‘Aprendo en casa’’® (Learning
from home), with the aim of channelling quality educational resources, tools and applications available to
teachers, families and students. Through this portal multiple links allow access to learning materials developed
and implemented by the autonomous regions, private entities and other agents collaborating with this project.

Limitations

There were some limitations to the present study that affected this research. Firstly, one of the main limitations
was site management and school participation during the pandemic. While several schools were contacted,
only four, which had previously participated in another study, were willing to participate. At the same time, due
to the pandemic restrictions at the time the author was not able to carry out interviews on-site and the teachers
requested to be able to answer the questions via online form to have more flexibility. While this still allowed
valuable extracted data, it limited the researcher’s opportunity to ask further questions or clarifications on
certain points. The fact that having schools in different regions of Spain would have been a very interesting
analysis is duly acknowledged, unfortunately the Covid-19 lockdown and restrictions made the contact with
new schools extremely difficult.

Despite the above limitations, however, the author managed to accomplish the task of providing a general view
of the teachers experience during the pandemic and contextualising the regulations that affected this
experience.

Conclusion

While the theory surrounding digital competence has played a big role in the past couple of decades, now the
focus is on the actual practice. Digital competence does not only depend on educators but on the infrastructure,
which is key. One of the most important learnings of the current events has been the realisation that there is a
need for standardised access to technology and accessibility for all students. At the same time, it can be
observed that the current curriculum in primary school did not delve into the use of specific ICT use in the
classroom and was not prepared for fully virtual teaching, which meant that it was bound to fail in a situation
of crisis, such as the current pandemic. The relationship between technology and pedagogy is complex but
symbiotic and therefore it cannot be excluded from the guidelines. This research demonstrates that there is
indeed a disconnect between legislations, theory and practice. The academic curricula will have to adapt the
use of technology to the current needs of the students and society, given that, as it has been demonstrated, the
educative centres cannot be excluded from the technological transformation, especially when education needs
to be prepared for never-expected eventualities.

The Covid-19 pandemic has resulted in a severe disruption of education. The cancellation of face-to-face
teaching along with the initial move to the virtual space limited by the digital platforms of each of the schools,
has accelerated the digitalisation process of education. It has shed light on the current digital divide and
stressed the importance of technology in education. Nevertheless, while virtual teaching might appear to be a
response to the current situation, it is expected to stay for the future. Technologies have evolved greatly in the
past 20 years, to the extent that long are the days that technology was just a synonym for computer use in the
classroom. The call for an integrated use of technology in the day-to-day classroom to the point that the use of
technology becomes seamless is still relevant, and now more than ever. Even though the idea is to go back to
on-site teaching, the benefits of online learning have not gone unnoticed and will most likely stay for the
foreseeable future, even if it is combined with face-to-face traditional learning.
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The protocol for the study was approved by the participants through a verbal informed consent and by filling

out the questionnaires. While no separate written consent was obtained from the participants, the questionnaire
specified the purpose of the survey and its posterior use in research preserving participant anonymity.

15 https://aprendoencasa.educacion.es/
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This study of demographics is aimed to help LMOOC designers develop courses that are
more appealing to prospective learners, and thus fight low completion rate which remains
one of the main drawbacks of MOOCs. In addition, as the world battles against the Covid-19
pandemic, looking for alternative learning approaches is unavoidable. The data presented in
this paper were collected between 2016 and 2020 by means of a questionnaire that over 29,000
participants completed upon registration. The questionnaire, which included three multiple-
choice questions aimed at obtaining responses regarding age, level of education and gender,
revealed that most learners were middle-aged adults who held a university degree. In addition,
our findings seemed to indicate that female learners are more likely to take the courses than
their male counterparts. The aforementioned findings, which provide an insight into the
demographics of EFL. MOOCs in Spanish-speaking contexts, are a good starting point for further
research which could ultimately help educational authorities know the impact of EFL. MOOCs
and enable the latter to reach a wider audience.

Keywords: LMOOCs, English Language, Distance Learning, Demographics

Introduction

This study seeks to provide an insight into the profile of learners enrolled in Language Massive Open Online
Courses (LMOOCs) through the analysis of learner demographics, namely age, level of education and gender. It
comes in a context where traditional education has been hit hard by the global Covid-19 pandemic thus making
educational authorities push for a transition towards distance learning. The contribution of English as a
Foreign Language (EFL) MOOCs to fostering distance education is possible, so long as extensive research is
carried out in order to find out more about the people who turn to those courses to learn English. On the
surface, one of the major challenges the design of LMOOCS poses is the heterogeneity of participants (Barcena
-Madera & Martin-Monje, 2014; Martin-Monje et al., 2018) and the resulting difficulty in designing contents
that suit all users. Though a wide range of factors might affect learners’ motivation to complete the courses
(Jordan, 2014; 2015; Martin-Monje et al., 2018; Li, 2019), we believe course designers’ inability to come up with
materials that appeal to a diversity of students is one of the main reasons why learners end up dropping out.

This article analyses two LMOOCs aimed specifically at learners of English as a Foreign Language. Our research
was motivated by the belief that the analysis of learner demographics in both MOOCs could provide valuable
information which could eventually help educational authorities develop MOOCs that are appealing to a wider
audience. Further motivation for this study was the scarcity of publications addressing specifically MOOC
demographics in Spanish-speaking contexts, apart from a few ones (Alario-Hayos et al., 2014; Martin-Monje at
al. 2018) which emphasized engagement rather than personal background. Therefore, to get more information
regarding LMOOC learners’ personal background, three variables were taken into account, namely, age, level of
education and gender. Then, results were compared to similar publications, and this led to conclusions that we
believe could guide course designers and educational authorities. Therefore, after reviewing the literature on
MOOCs and presenting the method we used, we shall present our findings and discuss them in an attempt to
answer the following research questions:

RQ1. Are learner demographics in our courses different from other MOOCs’?
RQ2. Do learner demographics vary depending on course level?
RQ3. What was the impact of Covid-19 on learner demographics?

Research Articles 53 This article is published under the Creative
Commons Attribution 4.0 International License.


https://creativecommons.org/licenses/by/4.0/
https://creativecommons.org/licenses/by/4.0/
https://jle.hse.ru/article/view/11906
https://jle.hse.ru/article/view/11906

RUBEN CHACON-BELTRAN, RAYMOND ECHITCHI

Literature Review
cMOOCs and xMOOCs

The development of the first MOOCs was motivated by the need to make education available to everyone
through the creation online platforms that broke away from traditional learning settings where students were
seldom actively involved in the learning process. Cormier (2008) coined the acronym MOOQOCs, which he used to
describe Stephen Downes and George Siemens’s “Connectivism and Connective Knowledge” online course.
Since then, MOOCs have evolved and most of them now seem to be different from Downes and Siemens’s
course.

MOOCs are often divided into two broad types, namely cMOOCs and xMOOCs (Veletsianos & Shepherdson,
2016). CMOOCs, with “c” standing for “connectivist”, were designed with a view to breaking away from
traditional pedagogy. On cMOOCs platforms there are no teachers or specific curricula per se, but all members
of the online community can serve as facilitators by eliciting discussions and sharing knowledge. Early MOOC
developers such as Bousquet! (2012, cited in Beaven et al. 2014) believed that “good MOOC’s” should rather be
student-centred and based on a connectivist approach to learning. Therefore, the courses they ran were meant
mainly to be platforms where learners would connect and build knowledge through online exchanges and
networking with no need to rely on a teacher or specific syllabus.

As concerns XMOOCs,Sokolik (2014, p. 18) explains that their development was inspired by “the open course
model originally formed as MITx, which was then joined by other universities, and has evolved into edX.org”.
Barcena-Madera and Martin-Monje (2014, p. 8) go further to indicate that the use of X’ in xMOOCs reflected
the desire to make MOOCs “eXtensions”, or as Read (2014, p. 99) explains, “continuation[s] of other types of
eLearning courses that institutions have undertaken...”. While cMOOCs were developed as a reaction against
traditional learning approaches, xXMOOCs tend to mirror formal learning environments and therefore
distinguish between learners and instructors. Furthermore, xMOOCs are often centred around a specific topic
and characterised by clear assessment methods which may entitle course participants to a certificate (See
Reeves & Helberg, 2014, and Read, 2014 for a contrastive analysis of cMOOCs and xMOOCs).

Nowadays, most MOOCs seem to follow a content-based approach, and this is exactly why the acronym
“MOOCs” may very often refer to XMOOCs, as they are more common and have been the subject of most
publications in the field. Nevertheless, some researchers still believe that cMOOCs are inherently superior,
thus making Sokolik regret that “there has developed a kind of hierarchy, where many consider cMOOCs to be
superior in form and function” (2014, p.18). Sokolik further indicates that both xMOOCs and cMOOCs have
positive features that can be used to foster learning. CMOOCs’ emphasis on building a sense of community and
promoting interaction are great advantages in any learning environment, while the traditional learning
approaches in xMOOCs may help learners feel comfortable and at ease, when trying to acquire knowledge.

The covert conflict between cMOOCs and xXMOOCs may be the reason behind Barcena-Madera and Martin-
Monje’s (2014) desire to emphasize the use of LMOOCs, which stands for Language MOOCs. LMOOCs, as
described by the aforementioned authors, “are dedicated Web-based online courses for second languages with
unrestricted access and potentially unlimited participation” (2014, p. 2).Though LMOOCs can be either
cMOOCs or xMOOCs, Read (2014) suggests that developing a MOOC that only mirrors a traditional learning
setting while completely avoiding the need to connect will prove inefficient. He then concludes that “a middle
ground is required that enables a hybrid-xMOOC to be designed, including cMOOC features...” (p. 102). It is
therefore not suprising to see that most LMOOCs tend to draw on the strengths of both xMOOCs and cMOOCs
to result in what Sokolik refers to as “an eclectic mix of practices and tools aiming to engage students in the
use of the target language in meaningful and authentic ways” (2014, p. 20).

L' Bousquet, M. (2012, July 25). Good MOOC’s, bad MOOC’s. The Chronicle of Higher Education. URL: https://www.chronicle.com/blogs/
brainstorm/good-moocs-bad-moocs
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Profiles of MOOC Participants

Research on the profiles of MOOC participants has targeted various issues such as user demographics,
engagement and achievement. As concerns demographics, the variables that have attracted more scholarly
interest include gender, level of education and age. With regard to gender, there have been conflicting reports
regarding which gender group would most likely make use of MOOCs. For instance, while Christensen et al.
(2013) and Despujol et al. (2014) revealed that 56.9% and 56% (respectively) of their respondents were male,
Morris et al. (2015) and Bayeck (2016) on the other hand found women to represent respectively 59.83% and
60% of learners in their courses. Therefore, as MacLeod et al. (2016) indicate, it may not be a good idea to make
general claims about gender distribution, as the latter may vary depending on the contents of the course.
Courses whose contents are appealing to the male population (due to social factors that go beyond the scope of
this paper) would likely attract more males, and the other way around. As concerns level of education, research
points to the fact that MOOCs mostly attract university graduates. For instance, Christiansen et al. (2013)
studied 32 MOOCs offered on the Coursera platform and found that 83% of their research population had a
post-secondary degree, with 79.4% holding a bachelor’s degree. Similar findings were reported by Despujol et
al. (2014), Dillahunt et al. (2014) and Bayeck (2016). Finally, most researchers agree that MOOC learners are
more likely to be adults. For instance, Morris et al. (2015) obtained a mean age of 36.17 years old for participants
in their study, while Martin-Monje and her colleagues (2018) found that overwhelming majority of learners in
their MOOC were aged between 31 and 50. Finally, most MOOC users in the study carried out by Despujol et al.
(2014) were adults whose median age stood at 33 years old. Though most researchers indicate that MOOCs
tend to attract learners in their 30’s or 40’s, some studies have revealed that on some occasions the majority of
users could be slightly younger. For instance, in their study of MOOCs in the Republic of Korea, Yong Kim et al.
(2019) found that learners were aged between 20 and 29 years old. Furthermore, Christensen et al. (2013)
revealed that most students enrolled in the University of Pennsylvania’s Coursera MOOCs were younger than
30.

Other publications on MOOC user profiles have focused on classifying them according to engagement. For
instance, Griinewald et al. (2013) grouped MOOC participants into inactive, passive, reacting, acting and
supervising learners. After registration, inactive learners would never actually log into the course. Passive
learners might go through the course to gain knowledge without partaking in any activities, as opposed to
more active learners, who would only react to questions asked by their peers (reacting), initiate discussions
through various means (acting) or moderate discussions and even summarise what has been learned from such
discussions (supervising). The aforementioned classification is not very different from that of Hill (2013), who
divided MOOC users into five self-explanatory categories, namely no-shows, observers, drop-ins, passive and
active participants. Alario-Hoyos et al. (2014) slightly modified this categorization by talking about non-engaged
and engaged, rather than passive and active participants. She went on to add two more categories, namely
latecomers and drop-in latecomers. Finally, Martin-Monje et al. (2018), used Anderson et al.’s (2014) taxonomy
to classify LMOOC students into five categories, namely all-rounders (who watch all videos and complete most
assignments), viewers (who watch course videos but rarely complete assignments), solvers (who complete
assignments but rarely interact with videos), collectors (who watch some videos and complete some
assignments) and bystanders (who are completely inactive learners). No matter the taxonomy used, research
has proved that most MOOC users tend to be made up of more passive learners than active ones. This definitely
leads to low completion rate, which remains a real issue (Jordan, 2014, 2015; Martin-Monje et al., 2018).

Heterogeneity and Low Completion Rates

MOOCs’ free and open access unavoidably leads to learner heterogeneity which not only applies to variables
such as age, location, level of education, profession, but also affects motivation and engagement amongst
learners. In fact, some users may enrol out of mere curiosity without really being interested in the course
contents (Cross, 2013; Christensen et al. 2013). Furthermore, lack of time may be a great factor behind low
completion rate (Conole, 2013), as taking a MOOC tends to be seen as a side activity, even amongst highly
motivated learners. Finally, Onah et al. (2014) suggested that some learners may drop out of MOOCs due to
other reasons such as “course difficulty and lack of support”, “lack of digital and learning skills” and “bad
experiences”.
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Whatever the case, a careful analysis of the profiles of MOOC participants is never a bad idea. Given the
worldwide coverage of MOOCs, knowing more about the people who tend to enrol in specific courses could
help instructors design materials that are appealing to their target population. Research on MOOC participants
has the potential to make MOOCs more efficient, since having specific learners in mind can indeed contribute
to the design of more engaging contents and activities. Finally, getting to know more about the profiles of
MOOC users may contribute to the sustainability of the courses and lead to further research on how to
incorporate MOOCs into traditional education.

Methodology
Background

This article is centred around two MOOCs that were designed by UNED’s Department of Foreign Languages and
Linguistics and were first run in 2013. The two courses build on the strengths of both cMOOCs and xMOOCs
and are dedicated to the teaching of English to Spanish-speaking learners. All editions of the courses discussed
in this paper were hosted on the OpenEdx platform and included video presentations, extra materials,
assessment and discussion forums. In addition, course instructors would often intervene to elicit discussions,
answer questions and guide learners throughout the month each edition lasted.

Empieza con el Inglés: Aprende las mil palabras mds usadas y sus posibilidades comunicativas (beginner English:
Learn the thousand most common words and their use) is one of the two courses discussed in this paper and
will be referred hereafter as Empieza Al. It targets beginner-level learners of English and is supposed to be
completed in 4 weeks. The course is made up of 6 modules where lexical items belonging to common domains
of use are presented, translated into Spanish and discussed. The other course studied in this paper is Starting to
Write English with no Mistakes, (hereafter Starting B1) which is a lower intermediate course whose goal is to
introduce students to writing in English. This course consists of 12 modules in which users are taught how to
plan, produce and self-correct their essays or other pieces of writing with the help of dictionaries and/or
normative corpora such as the British National Corpus.

Apart from their distinct contents, it is also worth mentioning that Spanish is the main medium of instruction
and discussion in Empieza Al whereas English is the main language of teaching in Starting B2.

Participants

Both courses were meant to target specifically learners of English as a Foreign language. Furthermore, as the
courses were designed by staff at a well-known university in Spain and advertised mainly on the university
website and social media platforms, we assumed participants would likely be native speakers of Spanish or a
language spoken in some parts of Spain, such as Catalan, Valencian, Basque or Galician. In fact, registered
users’ IP addresses, which we were able to obtain, indicated that most of them were based in Spain (72%), while
others logged in from Latin American countries like Mexico (2.6%), Peru (1.3%), and a wide range of other
locations in Europe or America.

Research Instrument and Procedure

The data that will be presented and analysed subsequently was obtained through a questionnaire made up of
three questions that course participants were asked to complete while registering for the course. In other words,
in addition to entering an email address and a password, they would provide information about their age, level
of education and gender. While we asked an open-ended question to elicit responses regarding age, closed-
ended questions were used for level of education and gender, so learners were provided with a limited number
of choices. As concerns level of education, they had to choose between nine options, namely “no formal
education”, “primary”, “middle”, “secondary”, “associate”, “bachelor’s”, “master’s”, “doctorate” and “other”,
while for gender they were provided with three choices, i.e., “female”, “male” and “other”. The results presented
in this paper cover fourteen editions of the courses that were run between April 2016 and April 2020. The 14

editions of the courses added up to a total of 32,133 registered learners and about 93% of them completed the
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questionnaire. After downloading those results from the course analytics section on OpenEdx, all we had to do
was to compare and constrast the frequencies obtained in Empieza A1 and Starting B1.

Results

Before going any further, we would like to point out that the very nature of MOOCs makes it impossible (or at
least very difficult) to generalize the findings of a study such as ours. Nevertheless, we still believe that this
research can be a point of reference for researchers interested in the demographics of EFL. MOOCs in Spain as
most registered users were indeed based in the country.

Age

As we mentioned earlier, studying the age of learners is a suitable way to obtain more information about the
demand for a specific type of knowledge. In addition, it can foster the design of materials that are more
engaging, and therefore reduce learner dropout. As concerns this study, both Empieza Al and Starting Bl
seemed to attract an audience mostly made up of middle-aged adults as found in Table 1. Overall, the median
age in both courses is about 40 years and doesn’t really fluctuate over time. Nevertheless, users in Empieza A1l
were found to be slightly older than the ones in Starting B1, and this is why the overall median age in Empieza
Al is about 44 years old, while registered learners in Starting B1 were about 40 years old on average.

Table 1
Median Age over Time
EMPIEZA A1  STARTING B1

Editions
April/May 2016 44 40
November/December 2017 47 42
May/June 2018 44 42
November 2018/ February 2019 43 38
April/June 2019 43 41
November/December 2019 44 40
April 2020 42 33
Overall median age 43.85 39.42

A close look at Table 1 reveals a possible outlier in the April 2020 edition of Starting B1, where the median age
dropped to 33. This can be explained by the number of learners aged 25 and under, which was larger than usual.
The higher turnout of learners under 26 is probably due to the spread of the coronavirus pandemic, which
made governments across Europe and beyond impose national lockdowns. This led to the closure of all
educational institutions in Spain, which could have made students look for alternative ways to learn English.
Whatever the case, the number of learners under 26 in both courses increased gradually over the years even far
before the pandemic (See Table 2). Though we are unclear as to what could have caused the increase, this
finding seems to indicate that more and more youth may resort to EFL. MOOCs to complement formal education.
As regards Empieza Al, in April 2016, 4.3% of the users who enrolled in the course were younger than 26, 36.6%
were aged between 26 and 40 (both inclusive), and 41% were 41 and older. Though more and more learners
under 26 have been enrolling in the courses, they still fall behind older users. Hence, in April 2020, there were
7.1% of users under 26, 39.3% aged between 26 and 40, and 53.6% aged 41 and older. A similar trend was
witnessed in Starting B1, where the frequency of learners under 26 increased from 3.1% in the first edition to
20.2% in the April 2020 edition.
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Table 2

Percentages of Users Aged 25 and under

EMPIEZA A1  STARTING B1

Editions

April/May 2016 4.3 3.1
November/December 2017 3.4 4.8
May/June 2018 5.7 6.3
November 2018/ February 2019 7.2 9.9
April/June 2019 7.2 7.5

November/December 2019 8.5 11.3
April 2020 7.2 20.2
Mean percentage 6.2 9

Another striking finding about age is that Empieza Al seemed to attract a higher proportion of older participants
(aged 41 and above) than Starting B1. This is very obvious when having a look at Figures 1 and Figure 2. While
there is some disparity between the number of learners aged between 26 and 40 on the one hand and learners
older than 40 in Figure 1, the difference is not that striking in Figure 2. Figures 1 and 2 also reveal that, on the
whole, Starting B1 seemed to be appealing to a larger number of younger learners than Empieza Al.

Figure 1

Evolution of Users’ Age in Empieza Al
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At this juncture, it is important to indicate that even though there were many more older learners in our MOOCs,
this does in no way mean that EFL. MOOCs could not appeal to larger numbers of users under 26. The fact that
they flocked into the courses during lockdown is clear evidence that MOOCs can be an alternative way to teach
English, not only to older learners but also to youth. Furthermore, the higher percentage of younger learners in
Starting B1 seems to indicate that the growing importance of English in Spain and the fact that its teaching is
more widespread than ever before may be contributing to higher proficiency amongst younger learners. Though
further research should be carried out to confirm this, we believe EFL. MOOCs in Spain may have to emphasize
intermediate and advanced proficiency in order to be appealing to many more youths.

Level of Education

This research was also motivated by the desire to know users’ levels of education and eventually relate it to the
two proficiency levels that each respective course targeted. To achieve this, users were asked to provide
information about their highest educational attainment, with options ranging from “primary school” to
‘doctorate”. In addition, people with little or no formal schooling could indicate it by selecting “other” or “no
formal education”.

2

The most salient finding here is that across all editions of both Empieza Al and Starting B2, the majority of
participants were university graduates. On average, nearly 60 percent of registered users in both courses held a
bachelor’s or any other associate degree.

Table 3

Percentages of Users Holding an Undergraduate Degree
EMPIEZA A1 ~ STARTING B1

Editions

April/May 2016 62.1 60.7
November/December 2017 61 62.7
May/June 2018 59.7 60.8
November 2018/ February 2019 55.8 57.8
April/June 2019 57.7 56.7
November/December 2019 57.3 58
April 2020 58.1 56.9
Mean percentage 58.8 59

Furthermore, there was a high percentage of registered users who said they hold a master’s degree (See Table
4), which might be surprising since we are dealing here with beginner and lower intermediate courses. These
findings could thus indicate that tertiary education may not always guarantee proficiency in English in Spanish
contexts. When looking closely at the percentages of master’s degree holders, one could notice a difference
between Empieza Al and Starting B1, with the latter attracting a higher percentage (27% versus 21.1%, overall).
Nevertheless, this difference is not significant enough for one to assume that master’s degree holders in
Spanish EFL contexts are more likely to be intermediate learners of English than beginners.

Finally, it is important to point out that other researchers who did not target specifically EFL. LMOOCs also
found most MOOC learners to be university graduates (Christensen et al., 2013; Despujol, 2014, Dillahunt et al.,
2014 & Bayeck, 2016). Therefore, it would be too far-fetched to even attempt to establish a clear causal relation
between the high presence of bachelor’s and master’s degree holders in the courses and their English skills.
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Table 4

Percentages of Master’s Degree Holders

EMPIEZA A1  STARTING B1

Editions

April/May 2016 20.9 26.9
November/December 2017 20.3 26.5
May/June 2018 21.4 25.2
November 2018/ February 2019 22.3 27.8
April/June 2019 21.4 29.5
November/December 2019 21.5 27.5
April 2020 20.4 25.7
Mean percentage 21.1 27

In general, those participants who hold only a primary or secondary education certificate represent a very tiny
percentage of respondents. Many reasons may account for this situation. In Spain, it is compulsory to complete
10 years of education and students are often encouraged to graduate from high school and go to university.
Moreover, perhaps primary and secondary school leavers do not find the courses to be very interesting because
they are most likely employed in low-skilled jobs that may not require the ability to speak a foreign language
such as English. In addition, members of this group may be less aware of ICT educational tools and less skilled
when it comes to accessing and making use of them.

To sum up, the findings of this paper indicate that our respondents would most likely be middle-aged
individuals who hold a university degree. Their quite advanced age may indicate the need to upgrade their
skills in a context where English language proficiency is in great demand.

Gender

The last variable that this research attempted to study was gender. The aim here was to find out which gender
group was more likely to enroll in our courses, and compare our findings to what was obtained by other
researchers. Therefore, learners in both Empieza Al and Starting B1 were asked to provide information about
their gender, with three options available, namely “female”, “male” and “other”, which would enable those
learners who were not clear about their gender or did not abide by binary approaches to gender to express

themselves.
Figure 3

Gender Distribution in Empieza A1l
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Figure 4

Gender Distribution in Starting B1
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Findings revealed that overall, women were more likely to enrol in the courses than men. Out of the fourteen
editions of both Empieza Al and Starting B1, men outnumbered women only in one edition of Starting B1 (See
Figures 3 and 4). Though these findings concur with those of Morris et al. (2015) and Bayeck (2016), they are
contrary to what Christensen et al. (2013) and Despujol et al. (2014) obtained.

It is very difficult to explain the imbalance between the number of men and women in our courses, and this is
certainly not because of low demand for beginner and intermediate English amongst Spanish men. In fact, the
few studies which correlate English proficiency with gender in Spanish-speaking contexts suggest that female
learners actually do better than their male counterparts (Fernandez Fontecha, 2010; Jimenez Catalan, 2010). In
addition, the percentage of male learners in the April 2020 edition of Starting B1 (run during the Covid-19
lockdown), which stood at 60.4%, further indicated how difficult making general claims about gender
distribution could be. Therefore, we suspect that course content and other socioeconomic reasons beyond age,
level of education, employment or proficiency might actually explain gender distribution in MOOCs. Therefore,
it would be too risky to make assumptions regarding gender distribution in EFL. MOOCs without considering
those other variables.

Discussion

This section will attempt to provide answers to the research questions that were asked at the beginning of this
paper. In order words, we shall indicate whether or not the findings of this paper are specific to EFL. MOOCs,
discuss the link between course proficiency level and demographics, and finally discuss the impact of the
Covid-19 pandemic on LMOOC learner demographics.

EFL MOOC Vs MOOC Demographics (RQ1)

The findings of this research, which were related to age, level of education and gender did not really clash with
what was obtained by researchers who studied MOOCs in other fields of study. The findings of this paper
validate previous publications (Christiansen et al., 2013; Despujol et al., 2014, Dillahunt et al., 2014 and Bayeck,
2016) which indicated that MOOCs tend to attract university graduates. Furthermore, just like Morris et al.
(2015) and Despujol al. (2014), we found that most MOOC participants are middle-aged adults. Finally, the fact
that men inexplicably outnumbered women in one edition of the course is evidence that it is impossible to
establish clear patterns relating to gender. All in all, this research has made us understand that EFL. MOOCs are
not very different from MOOCs in general with regard to their tendency to attract university graduates and
adults. In addition, it has consolidated the belief that making general claims regarding gender might not be a
good idea (MacLeod et al, 2016).
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Course Proficiency Level and EFL. MOOC Learner Demographics (RQ2)

This study has confirmed that course proficiency level somehow determined the demographics of the courses
we studied. To begin with age, though the bulk of participants in both courses were middle-aged adults,
Empieza A1l attracted a larger number of older learners than Starting B1. In addition, the proportion of learners
under 26 in Starting B1 skyrocketed in the last two years while it remained quite steady in Starting A1.Though
these findings cannot be generalized until similar studies are carried out, it goes without saying that the spread
of English education in the past 20 years has indeed had a positive effect on language proficiency amongst
younger learners in Spain, making them more likely to take intermediate and advanced proficiency courses.

As far as academic level is concerned, the only thing we can say for sure is that master’s degree holders in
Starting B1 were greater in number than the ones in Empieza Al, although the difference was not that
significant. Therefore, even though it seems postgraduate degree holders would most likely enrol in an
intermediate course, it is impossible to make a definite claim in a study like ours.

Finally, gender never really affected course proficiency level. In both the beginner and intermediate course,
there were more female than male learners, overall.

Covid-19 and LMOOC Learner Demographics (RQ3)

We included two editions run during Covid-19 because we wanted to compare the demographics obtained
before and after the spread of the novel coronavirus in order to find out whether or not the pandemic had
affected learner demographics in our courses. While overall there were no significant changes in both Empieza
A1l and Starting B1 in terms of level of education, gender distribution and age, the percentage of younger users
in the 2020 edition of Starting B1 was quite different from previous editions. Over 20% of learners under 26
enrolled in this edition of the course, which is quite remarkable given that in previous editions the average
percentage of learners within that age range was around 9%. It seems that due to lockdown, many students,
who in other situations would be busy attending formal educational institutions, decided to enroll in the course
in order to improve their English writing skills. As mentioned earlier in this paper, this change affected only the
B1 course. This seems to indicate that most younger Spanish learners nowadays already have beginner
knowledge of English thanks to greater emphasis on English language teaching in formal educational settings.

The 2020 edition of Starting B1 was also the only one in which men outnumbered women. Nevertheless, it is
impossible to correlate this change with Covid-19 because both men and women were affected by the
restrictions governments imposed. Therefore, a more logical thing to do is to consider this either as a random
happening or the result of other factors that go beyond the scope of this paper.

Conclusion

This paper studied the profiles of learners enrolled in two MOOCs over a period of four years in order to gauge
the demand for free online English language courses in Spanish-speaking contexts and draw conclusions that
might help course designers develop materials appealing to a wider audience. After studying a population
which totalled over 32,000 participants located mostly in Spain, we were able to obtain data pertaining to three
main variables that have been used to study population groups, namely age, level of education and gender.

With regard to age, our findings revealed that most learners were individuals in their late thirties or forties. The
overall median age of registered learners in both Empieza Al and Starting B1 might be explained by various
reasons. One of them is that until the beginning of the 21st century, the teaching of English as a Foreign
Language in Spain was not as widespread as it is nowadays. Furthermore, those who received quality English
education at school might have failed to practise the language on a daily basis. If they lived in a context where
knowing English was not that necessary, they might have lost their skills over time. This might explain why our
sample is made up of an overwhelming majority of university graduates, comprising a large number of
undergraduate degree holders and a decent percentage of postgraduate degree holders too, including those
who completed a PhD. Finally, this study has proved that both Empieza Al and Starting B1 tend to be more
appealing to female learners, even though it is impossible to explain why women outnumber men in the courses.
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As concerns the questions that guided this study, our findings have revealed that EFL. MOOCs parallel other
types of MOOCs when it comes to age distribution and level of education amongst users. What’s more, our
analysis of gender also confirmed the unpredictability of this variable, something that was pointed out in our
review of the literature on MOOC demographics. The findings of this research also seem to indicate that level
of education could somehow influence users’ decision to enroll in a beginner or intermediate course.
Nevertheless, a more comprehensive study has to be carried out to generalise these results and provide a
definite answer to our second research question. Finally, Covid-19 indeed had a clear impact on course
demographics, especially as concerns the intermediate course we studied. As a matter of fact, Starting Bl
attracted a much larger number of younger learners after lockdown, and we believe those younger learners
enrolled in an attempt to find alternative ways to learn English, since schools were closed.

Limitations and bases for further research

It is important to end this article by indicating that our intention was never to make definite claims, which
would be very difficult as learner dropout rates in MOOCs tend to be high. We are aware that not all our
respondents eventually completed the courses, this is why our results are based on initial interest rather than
course completion. In addition, the findings of this study, which are limited to the research sample and the
courses we ran, need to be confirmed by further research. Until more studies on the profiles of EFL. MOOC users
in Spain are carried out, everything stated in this paper should be taken with a pinch of salt. Notwithstanding
these limitations, this research might guide educational authorities working on the development of LMOOCs
aimed at fostering the study of English as a Foreign Language, especially at beginner and intermediate levels.
For instance, one thing that has been confirmed is that it is necessary to find ways to make MOOCs appealing
to a wider target population, since university graduates still make up the bulk of registered users. Therefore, it
might be a good idea to work towards the promotion and dissemination of such courses amongst people with
lower qualifications and the development of contents that might be of interest to them.
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Telecollaboration, also called virtual exchange or online intercultural exchange, is a form
of collaborative learning whereby language learners in different locations engage in
computer-mediated communication to complete tasks online. There is ample evidence that
telecollaboration promotes the acquisition of language skills, intercultural competence, and
digital literacies. Challenges faced implementing virtual exchanges include differences in time
zones, learning objectives, academic calendars, and cultural attitudes. The present article
describes a case of a multilateral telecollaboration project based on the facilitated dialogue
model involving four institutions—two in Europe and two in the United States—that was
designed to prepare students for the experience of giving online peer feedback on collaborative
writing assignments. Our initial goal was to explore the challenges students would face and
the benefits they would receive from a complex telecollaboration project involving multiple
institutions and two task sequences: 1) input and reflection on giving and receiving peer
feedback, 2) completion of the collaborative writing task to be peer reviewed. However, new
challenges and opportunities emerged after the switch to emergency e-learning and remote
teaching during the Covid-19 pandemic. Relying upon multiple data sources—including
correspondence, observations, class discussions, surveys, reflective writing, and information
stored in virtual learning environments—our methods of data collection involved convenience
sampling, while data analysis was predominantly descriptive. Our results demonstrate that
even during a global pandemic, students and instructors face similar logistical challenges and
reap similar benefits as has been reported in the literature. Yet our experience also reveals
the resiliency of telecollaboration in the face of extreme disruption as well as the potential
to exploit virtual exchange to develop learning strategies—such as methods for giving and
receiving peer feedback—and meta-awareness of how language is used in the real-world—such
as the implications of English as a lingua franca.

Keywords: telecollaboration/virtual exchange, facilitated dialogue model, English as a lingua
franca (ELF), peer feedback, collaborative writing, remote teaching, emergency e-learning

Introduction

A key goal of higher education in the 21t Century is to prepare students to succeed in diverse, global, and
interdependent societies. Mission statements of most international universities thus promise to help students
become global citizens. Becoming a global citizen entails the development of the ability to communicate and
collaborate across cultures, including proficiency in foreign languages, communication skills, and intercultural
competence (Crowther et al., 2000; Beelen & Jones, 2015), which can be defined as “the ability to think and act
in interculturally appropriate ways” (Hammer et al., 2003, p. 422). Traditionally, mobility programs have been
viewed as the gold standard for fostering such skills, but too few students can afford the costs of trips abroad
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and study places are limited.! In addition, the covid-19 pandemic has provided further proof that universities
need to offer students alternative opportunities to interact and collaborate with peers from foreign countries.

One alternative model to internationalization abroad is internationalization-at-home (IaH), defined as on-
campus programs and initiatives that connect students from different cultural backgrounds. IaH initiatives can
engage all students and, in general, they appear to be more sustainable compared to traditional study abroad.
Some scholars have demonstrated that IaH can be even more effective than study abroad in helping students
develop their ability to communicate across cultures (Soria & Troisi, 2014).

Among the various IaH initiatives that can be organized by university instructors, telecollaboration stands out
as the one that has gained most traction in the last twenty years. Telecollaboration, also known as virtual
exchange or online intercultural exchange, can be defined as any activity in which language learners from
different institutions—typically based in different countries—collaborate to complete online tasks or projects
with the aid of computer-mediated communication (Dooly, 2008; Guth & Helm, 2010; O’Dowd, 2006). In the
context of language education, telecollaboration combines computer assisted language learning with social
constructivist theories (Warschauer, 2005). In addition to promoting language acquisition, scholarship has
suggested that telecollaboration can be exploited to foster the development of intercultural communicative
competence (Dooly, 2008; Guth & Helm, 2010; O’Dowd, 2006, 2007; O’Dowd & Lewis, 2016; Ware & Kramsch,
2005) and digital literacies (Guth & Helm, 2010, 2011). Whereas early models of telecollaboration, such as
e-tandem (Cziko, 2004; O’Rourke, 2007), focused on giving language learners the opportunity to partner with
“native speakers,” more recent schemes are based on the facilitated dialogue and lingua franca models, whereby
trained educators facilitate online exchange involving “non-native speakers” (Helm, 2016, 2017).2

Another benefit of telecollaboration is that such projects reproduce the complex conditions under which
professionals increasingly work today in cross-cultural virtual teams (Maylath et al., 2013). Lack of alignment
in the organization of curricula, class schedules, attendance policies, and learning outcomes results in different
levels of commitment on the part of students and several other problems that instructors and participants
must resolve through constant mediation. In particular, multilateral telecollaboration projects—i.e., those that
involve three or more partner universities—are characterized by complexity (Maylath et al., 2013; Arn6é Macia
et al., 2013). Instructors and students need to find ways to manage this complexity, which means negotiating
divergent goals and constraints and coping with the fact that tasks are dispersed across space and time due to
the application of internet communication and collaboration tools (e.g., Google Drive, e-mail, Skype, Zoom,
and WhatsApp), where each tool provides specific affordances while carrying specific ideologies that motivate
their use.

Background

Against this background, this article presents a case of a multilateral telecollaboration project linking seven
classes taught by five instructors at two universities in Europe and two universities in the United States. The
project was conceived, in part, as a Transnational Erasmus+ Virtual Exchange Project (TEP) under the auspices
of UNICollaboration.> UNICollaboration is an academic organization that offers a hub for virtual exchange
practitioners (O’Dowd, 2018). The driving force behind the UNIcollboration initiative is the INTENT (Integrating
Telecollaborative Networks into Foreign Language Higher Education) consortium, whose members published a
position paper in 2014* that defines virtual exchange as “technology-enabled, sustained, people to people
education programs” (sect. 1). Virtual exchange initiatives link students from partner classes in geographically
distant locations so that they can collaborate in projects that “foster intercultural dialogue, the development of
digital and critical literacies as well as foreign language skills” (sect. 1). Importantly, these programs help
students improve cross-cultural understanding and their ability to collaborate as part of diverse teams (sect. 3).
The UNIcollboration online platform allows instructors to find project partners for different forms of virtual
exchange.

1 See https://www.iie.org/Why-IIE/Announcements/2017/11/2017-11-13-Open-Doors-2017-Executive-Summary

2 We use the terms “native speaker” and “non-native” speaker in full awareness of the debates surrounding their use. In fact, we challenged
students’ notions of these concepts throughout our project. However, these terms are widely used in the telecollaboration literature.
Furthermore, in the context of our study there was a clear distinction between L1 users of English and L2 learners.

5 For more information, see https://www.unicollaboration.org/

4 See https://www.unicollaboration.org/wp-content/uploads/2016/06/Position-paper_1.pdf
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Our telecollaboration project involved a TEP component, although our multilateral partnerships were formed
before connecting with UNICollaboration. Specifically, our project linked the following courses offered at four
universities:

* One English as a foreign language (EFL) course offered by the Language Centre of the Free University of
Bozen-Bolzano (unibz);

« Two EFL/English for specific purposes (ESP) courses offered by the Language Centre at Andrzej Frycz
Modrzewski Krakow University (AFMKU);

« Two ESL bridge program courses offered by the English Language Centre at the University of Las Vegas
Nevada (UNLV);

¢ One course on rhetoric and composition and a second course on writing for the web offered by the English
program at Penn State Erie, The Behrend College (PSB).

The initial impetus for our project came from the unibz Language Centre, which had been seeking virtual exchange
opportunities. During recent collaborations on unrelated projects with a founding member of UNICollaboration
and two co-authors of the present study, the English language coordinator at unibz was exposed to a concise
overview of the effectiveness of telecollaboration in fostering intercultural competence in English as a lingua
franca (ELF) contexts (Helm, 2017) as well as an example of a trans-Atlantic virtual exchange involving
collaborative writing with feedback from native-speaker peers (Verzella and Sendur, 2019). A similar project
seemed to be an ideal solution at unibz, a trilingual university where English primarily serves as a medium of
instruction and a lingua franca between L1 speakers of German and Italian, but where students have few
opportunities to practice writing in English and few opportunities to interact with native speakers of English
outside the EFL classroom.

UNICollaboration encourages TEP coordinators to adopt a facilitated dialogue model of virtual exchange (see Helm,
2016, 2017), whereby the participants—who predominantly come from different cultural and linguistic
backgrounds—use the English language as a lingua franca (Jenkins, 2007, 2015; Seidlhofer, 2011). The aim of this
model of telecollaboration—also called the facilitator-led model of virtual exchange (O’Dowd et al., 2019, p. 5), or
the dialogic model of telecollaboration (Helm, 2013, p. 36)—is to help students develop critical thinking skills,
audience awareness, intercultural sensitivity, and digital literacies with the aid of trained facilitators (Helm, 2013,
p. 36; Helm, 2017, p. 138). The facilitators moderate synchronous and asynchronous interactions between cohorts
of students, and help the students construct identities, establish relationships, and manage and mediate
miscommunications and misunderstandings. In the remainder of this paper, we will therefore refer to the partners
who designed and implemented the TEP module as “facilitators”, while the partners who were responsible for the
design and implementation of the seven courses at the four institutions will be called “instructors”.

Goals and Research Questions

The aim of our project was to pilot a novel form of telecollaboration involving four institutions located in three
countries. This article should therefore be read as a case which might inform the design and implementation of
multilateral virtual exchanges. During a previous project, two of our partners, Verzella and Sendur (2019),
reconfirmed the effectiveness of collaborative writing (Mousten et al., 2018; Mulligan & Garafolo, 2001; Saunders,
1989; Storch, 2005, 2011) in language education, but found, among other things, that students require input from
their instructors when peer reviewing or being peer reviewed across national boundaries via the internet,
especially when native speakers are commenting on the writing of L2 learners. Building upon their experience, we
agreed that our project would likewise involve collaborative writing tasks that would be peer reviewed, but that
the TEP facilitators would first offer students the opportunity to discuss and reflect on norms and strategies for
giving and receiving peer feedback (Baker-Smemoe, 2018; Rollinson, 2005).

Our initial goal was to explore the challenges and benefits of a multilateral telecollaboration project involving
two parallel task sequences, one in which students participated in a TEP that prepared them for the experience of
giving and receiving feedback from their foreign peers, and a second which required students to collaboratively
compose multimodal texts that would subsequently be peer reviewed. As partner institutions began to grapple
with the corona virus, a secondary goal became to explore the feasibility of such a complex design amid a global
pandemic.
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At its onset our study aimed to answer the following research questions:

RQ1: What challenges would our students encounter as they collaborated with peers on a digital writing
project that culminated in peer feedback from speakers with varying levels of proficiency in English?

RQ2: What benefits would our students gain from this experience, in particular from their discussions and
reflections on giving and receiving peer feedback?

The story of any multilateral telecollaboration project cannot be easily constrained within the conventions of
technical reports. Nevertheless, the remainder of the paper will attempt to follow the IMRaD structure to
provide anchoring for a research project that also had to cope with the tidal wave of Covid-19 disruptions.
Clearly, the pandemic added another level of complexity and “messiness” to our telecollaboration project. In
addition to negotiating divergent needs and expectations across classes and institutions (e.g., different course
syllabi and academic calendars) and in addition to managing intercultural communication and online
interactions, course instructors and online facilitators soon found themselves dealing with unexpected
difficulties. Our experience, however, demonstrates the adaptability and sustainability of carefully planned
telecollaboration projects, even in the face of a global pandemic which shuttered academic institutions and
entire nations.

Although we view the design and implementation of our project to be the products of a complex negotiation
process, and as such to be research results in their own right, the methods section that follows will illustrate
these aspects as well as our data collection procedures. The subsequent sections present findings related to
student engagement, learning outcomes, and the reflections of the authors and the students as pertain to the
value this experience has for the teaching of EFL/ESL and English composition. The conclusion aims to
consolidate findings across institutions and comment on the implications for planning and implementing
multilateral virtual exchanges.

Methodology
Participants

Six students from unibz participated in the project. At unibz English serves as one of three languages of
instruction as well as a lingua franca between L1 speakers of German and/or Italian but is taught and learned as
a foreign language (see Ennis, 2015). The unibz language curriculum is structured into modules aligned to the
Common European Framework of Reference for Languages (CEFR) (Council of Europe, 2001). The Language
Centre generally divides each CEFR level into four forty-hour modules so students can progress through each
CEFR level in a linear fashion. The telecollaboration project was integrated into a B2.2a general English module.
To enroll in the course, students had to either complete an online placement test or successfully pass the B2.1b
module. At unibz remote teaching/learning was mandated starting on March 10, 2020, shortly before the
scheduled start date of the course on March 15.

Forty-eight students participated in the project at AFMKU. They were all enrolled in Film and TV Production
Management, an English-taught Bachelor of Arts program. The class consisted of students from Poland,
Ukraine, Belarus, Russia, and Turkey. To be accepted to the program, the candidates had to provide a B2 English
certificate. The program in which the telecollaboration project was incorporated was English for Media
Production—an EFL/ESP course aimed at developing the students’ general language skills to a C1 level and
equipping them with ESP skills. The project was conducted during the second semester of a two-semester
course. The students were divided into two groups—of twenty-three and twenty-five students—and were taught
by two instructors. Project teams were created before all university classes switched to online instruction on
March 12.

Twelve students from four countries—China, South Korea, Japan, and Vietnam—participated in the project at
UNLV. They were enrolled in Level 6 (Academic), the top level of the ESL Bridge Program, and had to demonstrate
a B2 language proficiency level in order to enroll. The ESL Bridge Program at UNLV is a 6-level, full-time
intensive English program offering 20 hours of ESL instruction per week in all modalities: grammar, listening
and speaking, reading, writing, and ESP. On March 23, all ESL classes transitioned to remote instruction due to
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Covid-19. At that time, the international telecollaboration project became a major component of the Advanced
Listening and Speaking course and the Academic Writing course, which each met for 5 hours per week for a
total of 10 hours of remote instruction. These two ESL classes were taught by the same instructor.

Forty-four students from PSB participated in the project. Penn State Behrend students were enrolled in two
courses: Rhetoric and Composition (RC) and Writing for the Web (WW). In preparation for the telecollaboration
project, class discussions in both courses covered the challenges of writing for the global community of users of
English, and the use of ELF. Students also reflected on the limits of the ideology of monolingualism (Bou Ayash,
2016) and the fact that global Englishes and ELF are often defined by their lack of conformity to standard rules
(Lu & Horner, 2013). As opposed to the ideology of monolingualism, translingual theory (Horner et al. 2011,
Horner et al., 2011) argues that what matters in composition is adaptability and flexibility in language use, the
same adaptability that writers must have across modes, media, genres, and contexts (Donahue, 2018, p. 206).
PSB switched to remote teaching on March 16.

The Collaborative Writing Project: Creating and Assessing Websites

Our initial plan was to ask all participating EFL/ESL students to collaborate across institutions (synchronously
and asynchronously) in the creation of a website that would contain a range of multimodal texts. However, we
immediately encountered some of the challenges identified by O’Dowd and Ritter (2006) at the class and socio-
institutional levels of telecollaboration. These challenges were accentuated by the number of courses,
instructors, and institutions participating in the project. Each of the partners was fully committed to realizing
the project, but course syllabi were fixed and largely inflexible, and semester schedules—start dates, end dates,
and breaks—were not aligned.

In response, we decided that it would be implausible to require students based in different countries to submit
an online project together. Instead, we reached a consensus to grant each instructor the flexibility to integrate
the project into their respective contexts, thereby accommodating for divergent curricula, syllabi, teaching
styles, and learner needs. The tasks assigned to students enrolled at the four universities were as follows:

* Unibz students had to create a website which aimed to persuade UNLV and AFMKU students to study at
unibz. As will be discussed in the Results section below, the course instructor substituted another
instructor on short notice after the switch to emergency remote teaching. As a result, the instructor did
not have sufficient time to integrate the project into the existing syllabus and instructions were rather
vague. The project was in effect treated as optional homework which students completed autonomously.

e AFMKU students had to create a website which aimed to persuade visitors to study Film and Media
Production Management at AFMKU. The websites were to include three obligatory pages: a video
presenting the University or the course, a film review, and a film and media production glossary, as well
as some optional elements students could choose. It was stressed that the task was to be done
collaboratively and all participants were responsible for the final results.

+ UNLYV students also had to create a website. Since many ESL Bridge graduates plan to transition into a
Hospitality major at UNLV, their websites focused on persuading their audience to select Las Vegas for
their next vacation destination. The websites featured a 700-800-word persuasive essay, a 300—500-
word written article, and a 3-5-minute student-generated video.

» All PSB students were native speakers of English. Those enrolled in Writing for the Web (organized in
eight groups) had to browse the websites produced by their peers at AFMKU and offer suggestions
using a feedback form created by the two instructors. The students enrolled in the Rhetoric and
Composition (RC) course had to offer comments on the three websites developed by UNLV students
during whole class discussions conducted in three class meetings. This alternative method for feedback
was chosen because there were only three websites to evaluate for the 20 students enrolled in the RC
course. Second, the instructors were interested in seeing what observations the RC students would
offer once they compared the three websites.

The capstone of this task sequence of the telecollaboration was peer feedback: It was planned that drafts of

each website would undergo two rounds of peer assessment: first by fellow EFL/ESL learners at unibz, AFMKU,
and UNLV and then by the native-speaker peers at PSB. All students negotiated specific rules for providing
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constructive peer feedback. Unibz, AFMKU, and UNLV students were prepared for this experience during the
second task sequence mediated via the TEP, while PSB students were prepared by their instructor.

The TEP: Preparing to Give and Receive Feedback

The purpose of the TEP—which was pre-approved and fully supported by UNICollaboration—was to prepare
the EFL students for the experience of giving and receiving online feedback from peers whom they would likely
never meet face-to-face. Initially, we discussed the possibility of requiring all students to participate in the TEP
and using the same virtual learning environment to facilitate the TEP and the submission and peer review of
the websites. However, after much discussion, it was discovered that some course instructors were concerned
about overburdening their students with additional tasks and online platforms. Whereas a collaborative writing
task could be easily integrated into a course syllabus, the training on peer feedback was perceived by the
instructors as “extra work” for their students. In addition, all course instructors were already using a VLE and
other digital tools in their courses. Ultimately, it was decided that only the EFL learners would participate in
the TEP, not the native-speaker students from PSB. Furthermore, TEP participation was optional for the AFMKU
students, but mandatory for the unibz and UNLV students, at the discretion of the respective instructors. Thus,
while the TEP was designed and administered by the TEP facilitators, the website project and the peer review
process were managed separately by the course instructors, primarily via each institution’s own VLE and via
email.

It was agreed that for the EFL students, the sequence of tasks that comprised the TEP would be assigned as
approximately eight hours of autonomous homework, which in the case of AFMKU meant “optional” homework.
While completion grades were awarded at the discretion of the instructors, all students who successfully
completed the TEP were eligible to receive an open badge® through UNICollaboration.

The decision to treat the TEP and the website task separately added another layer of complexity to our project.
The alignment of the two strands of the project—the creation and peer assessment of the websites, on the one
hand, and the TEP activities, on the other hand—is outlined in Appendix 1, whereas the alignment of the
project to the different semester schedules is presented in Appendix 2.

Instructional Design of the TEP

The TEP component of our virtual exchange was designed and implemented by three facilitators based at unibz.
These facilitators were required to complete a training course on the UNICollaboration platform before
planning their own TEP. This hands-on experience introduced the facilitators, both in form and in content, to
the instructional design of the facilitated dialogue model. Based on this training, the facilitators created the
task sequence and then moderated online discussions over a four-week period.

The TEP was delivered fully online using the Moodle platform of UNICollaboration. The instructional design
consisted of three key components:

e The task sequence;
e The roles of the facilitators; and
» The digital tools employed to facilitate interaction.

The task sequence included three task types commonly adopted in virtual exchanges (O’Dowd & Waire, 2009;
Guth & Helm, 2011): information exchange tasks, comparison and analysis tasks, and collaboration tasks. The
sequence was segmented into five sessions (see Appendix 1). Each session consisted of a main theme or
discussion topic and required students, who were divided into three mixed work groups, to engage in informal
asynchronous dialogues with their peers and facilitators (O’Dowd & Waire, 2009, p. 175). The five sessions were
loosely aligned with Salmon’s (2013) 5-stage model of teaching and learning online: “access and motivation,
online socialization, information exchange, knowledge construction, and development” (p. 46), which offered
facilitators clear guidelines to follow (Dooly, 2008, p. 65).

5 For details, see: https://www.unicollaboration.org/index.php/2020/02/20/open-badges-for-virtual-exchange/

71


https://www.unicollaboration.org/index.php/2020/02/20/open-badges-for-virtual-exchange/

ENNISM.].,VERZELLAM.,MONTANARIS.,SENDUR A.M., SIMEONOVA PISSARRO M.,KAISER S., WIMHURST A.

Following the guidelines of the facilitated dialogue model (Helm, 2013, p. 36), the main task of the facilitators
during the implementation phase was to encourage students to participate actively in all tasks, especially the
asynchronous and synchronous dialogues. To this end, facilitators attempted to establish a positive rapport
with and among students within the VLE, engage students in the discussion forums, and cautiously intervene
at first sight of miscommunication or conflict.

The primary digital tool utilized was Moodle’s discussion board activity, mainly because of its asynchronous
nature, which has the advantage of being space- and time-independent, giving students extra time to reflect
and respond to peers (Helm, 2013, p. 30; Salmon, 2011, p. 16). Moreover, discussion boards can host a variety of
learning activities, including links to readings and videos, which accommodate a broad range of learner
preferences and specific learning differences in processing information, by combining textual and visual modes
of communication to encourage encoding (Paivio, 1986).

Implementation of the TEP

The TEP task sequence was designed so that each session built upon the previous in preparing the students for
giving and receiving online peer feedback. Each session consisted of a warm-up discussion board activity which
served as an ice breaker and advance organizer. This was followed by a series of activities, mostly discussion
boards, which required students to share experiences, opinions, and interpretations in response to multimodal
input related to giving and receiving feedback online. To support intercultural learning, students were urged to
reflect upon and respond to the discussion posts of their peers and the constructive feedback and commentary
provided by the facilitators.

The first session (see Appendix 1) orientated the students to the platform, challenged their existing (auto)
stereotypes, introduced their facilitators, supported them in constructing online identities, and established
some netiquette for the purposes of the TEP (Guth & Helm, 2011, p. 45; Salmon, 2013). In session two, students
reflected on the role of feedback in language learning and shared their own diverse experiences, thoughts, and
preferences regarding teacher-led feedback versus peer feedback, in an attempt to emphasize the validity and
importance of the latter. In these first two sessions the facilitators attempted to make students feel welcome
and provided many scaffolds and affordances to encourage participation.

In session three, students were asked to compare online feedback with face-to-face feedback. At this stage the
facilitators attempted to focus students’ attention on the distinguishing features of and useful strategies for
online communication (Dooly, 2008, p. 57), not only to prepare them for the experience of giving and receiving
feedback from their peers via online tools and platforms, but also to mitigate misunderstandings and ease
online communication among students during the TEP itself.

In session four, the students were required to consolidate the input and ideas they encountered during the first
three sessions as they collaboratively constructed ten rules for giving feedback in the form of a wiki. These
rules would then inform the first round of peer feedback on the first draft of the websites they were preparing
contemporaneously (Appendices 1 and 2). The facilitators actively encouraged participating students to
contribute to constructing these rules and commented on the final products.

In the final session, students were required to reflect upon different perspectives on English as a lingua franca
and its implications for receiving feedback from native speakers, prior to submitting a second draft of their
websites for feedback from their native-speaker peers at PSB (see Appendix 1). The implied upshot was that
such feedback should ultimately focus on their goals as learners of English and the contexts in which they (will)
actually use English. Especially during this set of tasks, the facilitators aimed to enhance reflection and promote
metacognition.

After sessions four and five, students participated in synchronous sessions offered by UNICollaboration. These

sessions were held via Zoom and served as a debriefing after each round of peer feedback, so that students
could reflect further upon the experience.
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Data Collection

Students were informed that their instructors would be collecting data to evaluate the effectiveness of the
project and all students who participated in the TEP gave informed consent for data stored in the
UNICollaboration Moodle platform to be used for research purposes. The research team therefore had many
sources of data at their disposal.

All course instructors made observations and kept notes to document students’ progress as well as their
questions and reflections about virtual exchange and peer feedback. In addition, instructors conducted class
discussions before, during, and/or after the telecollaboration. Two instructors (AFMKU and UNLV) conducted
separate surveys (n=17 and n=12, respectively), while UNLV students also reflected on the entire experience in
a follow-up writing assignment (n=12) where they wrote a persuasive text on whether or not future ESL Bridge
students should participate in similar telecollaboration projects. Two final sources of data were the email
exchanges and conference calls that facilitators and instructors had throughout the project.

Regarding the TEP, data was primarily collected via the platforms used for that component of the project. More
specifically, there were four sources of data during the TEP: the observations of the unibz facilitators during
asynchronous interactions with and between students via Moodle discussion forums; the observations of the
UNICollaboration facilitators made during the facilitated dialogues conducted synchronously via Zoom; a final
assessment for which students were asked to write a short essay to describe the most important lesson they
learned from participating in the TEP (n=18); and a survey administered to all TEP participants by
UNICollaboration (n=17). The use of Moodle and Zoom for the TEP also enabled unibz facilitators to quantify
student engagement via user logs, task submissions, and the awarding of open badges.

Data collection could therefore best be described as convenience sampling and data analysis is predominantly
descriptive in nature.

Results and Discussion

As Table 1 illustrates, we observed a drop in student participation during our project. This was in part due to
the expected decline in student motivation over time and in part because of the effects of the pandemic. The
many factors which contributed to students dropping out of the TEP, their website projects, or even their
English courses will be discussed in the subsequent sections. At this point it is important to note that that the
proportion of AFMKU students who completed the TEP was much lower than the proportion of unibz and UNLV
students. This was clearly because TEP participation was optional for the AFMKU courses and mandatory for
the unibz and UNLV courses.

Table 1

Participation in the Project

Participating  Participating  Participating Website TEP Synchronous Synchronous Open
Institutions Courses Students Participants Enrollments Meeting 1 Meeting 2 Badges
AFMKU 2 48 43 34 18 1 10
PSB 2 44 44 N/A N/A N/A N/A
unibz 1 6 5 6 5 4 3
UNLV 2 12 12 12 11 0 11
TOTAL 7 110 104 52 34 5 24

Challenges Encountered

Many of the challenges observed during our project are universally reported by telecollaboration organizers
and participants (see O’Dowd & Ritter, 2006). Although these challenges were exacerbated in our case by the
pandemic, some of them would have been encountered in some measure even if everything had proceeded
according to plan. For example, comments collected in surveys and class discussions demonstrated that the
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students’ main source of dissatisfaction was having to wait too long before receiving replies to their posts
during the TEP and before receiving peer feedback on their websites. The lag in replies and feedback was a
result of the partner institutions following different academic calendars (see Appendix 2). Facilitators and
instructors attempted to compensate for these differences in the careful alignment of the telecollaboration
schedule, which resulted in tight deadlines and made students feel that the time available to complete tasks was
often insufficient. The switch to emergency remote teaching merely made the deadlines more difficult to
maintain.

In general, group work presented challenges due to normal group dynamics or the simple fact that some writing
teams were perhaps too large, especially at AFMKU, where the average was six students per group, in comparison
to three to five per group at unibz and UNLV. In response to open-ended questions included in the survey
administered at AFMKU, some students revealed that they did not enjoy collaborative writing, explaining that it
did not allow them to express their personal viewpoints, and instead demanded a consensus. Students asserted
that collaborative writing required more time and effort, which made it more difficult to work toward strict
deadlines.

There is an important caveat to students’ criticisms of heavy workloads and tight deadlines. Many of the
students who complained about these issues added that they thought the tasks would not have been so
cumbersome if not for the switch to online classes, which made the project extremely time-consuming. In fact,
students from all participating universities mentioned problems with internet connection and asynchronous
collaboration, which hindered online teamwork on the website and participation in the TEP.

Perceptions of the quality of the peer feedback also varied. PSB students offered plenty of feedback on website
design and the use of multimedia, whereas students from AFMKU and UNLV expected a stronger focus on the
linguistic aspects of their writing, such as grammar, collocations and colligations, and register and style. These
issues were a problem of differing expectations. European students, who were non-native speakers of English,
seemed to rely on native speakers in the US as language experts, but the native speakers hesitated to play this
role because they did not feel they had a good grasp of English grammar themselves.

Regarding the TEP, the time differences between participants’ countries and the variations in the academic
calendars among participating institutions posed logistical challenges. For example, the UNLV students
completed the first two modules of the TEP one week in advance, as the due dates for those sessions were
scheduled during UNLV’s Spring Break (see Appendix 2). One UNLV student lamented, “waiting for the other
people in [the] group to reply [to] the topics... made [me] late for the deadline.” The AFMKU students who opted
to participate in the TEP brought up the time commitment required to complete all tasks. In their final essay
during the TEP, some students described the necessity of responding to other students’ comments as “forced”;
they felt they had to do it just for the sake of completing the task and not because of a real need to express their
opinions. The TEP facilitators noticed this in the curtness of some of the students’ posts to the discussion
forums.

The TEP facilitators also remarked that the separate treatment of the TEP and the website project made the
projects seem disconnected from one another and made them feel somewhat excluded from the website project,
in that they gained access to the final products but not the first and second drafts or the feedback provided by
peers. As such, they never really experienced the fruits of their labor.

Originally, only the TEP and the peer feedback were to be completed online. The respective courses and the
website projects were expected to be completed as face-to-face classroom activities and/or homework. However,
as the partner institutions closed their doors to face-to-face teaching, all aspects of the courses were soon
conducted virtually. It is therefore impossible to describe and evaluate this project adequately without careful
reflection on the effects of emergency remote teaching. The next section will present the main challenges this
project faced during the first months of the pandemic.

Disruptions Caused by the Covid-19 Pandemic

Successful completion of the project required regular communication between partners, and there were, of
course, many expected challenges that could be anticipated and managed on a case-by-case basis, such as issues
with technology, different time zones, or miscommunication and conflict between students (O’Dowd & Ritter,
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2006). But the greatest challenge that emerged during our project was the unexpected disruption to higher
education caused by the Covid-19 pandemic in the Spring of 2020. As has been reported extensively throughout
the pandemic, our experience provides further evidence of the fatigue and digital overwhelm associated with
emergency e-learning (e.g., Gacs et al., 2020; Murphy, 2020). In addition, the sudden absence of face-to-face
interaction between classmates and between the instructors and their students at times inhibited the
communication of objectives and instructions, made it more difficult to evaluate student progress, and impacted
learner motivation to participate in ungraded activities.

The immense shock to the lives of students—some of whom found themselves isolated in a foreign city or
country, forced to return home, sometimes without textbooks and personal devices, or experiencing other
ramifications in their personal lives—resulted in some students finding refuge in telecollaboration and others
prioritizing more important personal matters. The instructors and facilitators observed a steady decline in the
number of active participants as the pandemic—and the emergency responses thereto—spread from Italy, to
Poland, to Pennsylvania, to Nevada.

As each course consecutively switched to emergency remote teaching, and students returned to their homes in
other cities or countries, the role of the TEP within the telecollaboration project seemed to get muddled in the
onslaught of instructions and platforms, and the facilitators had to clarify frequently. Even our UNICollaboration
contacts and facilitators and the instructors of the participating courses often asked the unibz facilitators for
reminders and clarifications. These observations coincided with a decline in active participation in TEP activities
from session to session (see Table 1).

At unibz the switch to remote teaching/learning due to Covid-19 shortly before the start date of the course
resulted in far fewer enrolled students than had been expected, a one-week delay in the course start date (see
Appendix 2), and a substitution of the instructor before the course began. The unibz students therefore initiated
the TEP and the website project one week after their peers at UNLV and AFMKU, and they were forced to
recuperate the missing TEP session during their first week of lesson. In addition, the new instructor had not
participated in the planning of the telecollaboration and was not privy to prior discussions of how the project
would be integrated into existing syllabi by the other instructors. Whereas the UNLV and AFMKU instructors
adapted composition tasks already included on their course syllabi into subtasks of the website project, unibz
students were merely asked to work in groups to design the website as an additional ungraded assignment,
without indications of text types or length. Thus, for the unibz students, completing the project did not require
them to produce the specific genres that were taught in the course. The instructor of the course doubted the
pedagogical value of the resulting website, as students tended to focus on the visual features of their website
while neglecting written text. In addition, unibz students were only able to participate in the first round of peer
feedback with AMFKU students, well after the indicated deadline, and never interacted with PSB students.

Further complications, specifically for PSB students, were due to the project timeline. PSB students started to
work three weeks before the end of the semester, when they were also focusing on their own final projects. At
that moment, all Penn State campuses had already switched to remote-only instruction and some students had
to cope with various logistic issues. Some of them could not access their dorm rooms where they kept books and
computers; others had problems with their devices and other hardware; and yet others did not have a quiet study
space available to them.

Many students, especially at unibz, AFMKU, and UNLV had to deal with travel restrictions which either made it
difficult to return to their home countries or resulted in them being stranded in a foreign country during a
lockdown. Although none mentioned it explicitly, UNLV students from Asia had to cope with negative stereotypes
prevalent in the American news media and on social media.

Benefits Gained

Notwithstanding the challenges detailed above, responses to surveys and reflection tasks as well as instructor
observations during class discussions suggested that a high percentage of students perceived the overall learning
experience as satisfying and in line with their expectations. A key question of the AFMKU questionnaire, for
example, asked students to evaluate specific elements of the project on a five-point scale, where 1 meant “didn’t
like it” and 5 meant “liked it very much”. The website project, which included creating the websites, revising
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them based on peer feedback, and providing feedback to the foreign partners, received an average of 3.5.
Giving peer feedback in the telecollaboration project was something the students enjoyed the most, with a
mean score of 4.5. The AMFKU students who opted to participate in the TEP also gave that experience a high
rating (4.3 out of 5).

At unibz, all five regularly attending students passed the course. Despite the challenges faced implementing
the website projects, all five contributed to the website and all five enrolled in the TEP. Four of five students
participated in both synchronous meetings and three of five completed enough of the TEP to receive an open
badge (see Table 1). In class discussions, students expressed positive attitudes toward both the website
project and the TEP component. In particular, students stressed the value of meeting the facilitators and
foreign students online during the initial period of the lockdown in Italy.

At UNLV, the instructor and students were very satisfied with their participation in this project. In their
follow-up writing task, ten of the twelve UNLV students shared that they would recommend such
telecollaborations for future ESL Bridge students because of the potential benefits: improved critical thinking,
communication, and digital literacy skills and enhanced intercultural awareness and competency. One UNLV
student noted, “Simultaneously, giving and receiving peer feedback from websites have facilitated the
development of my ability to evaluate and observe ideas.” UNLV students also appreciated the “different
cultures, languages, ... [and] group work ... [through] shar[ing] all group members’ ideas and put[ting] together
the website, essay, article, and video.” As another student concluded,

What I have learned is very worthy to me, because I may encounter more difficult tasks in the
future, and the experience I have accumulated may come into use. I absolutely recommend
the next Bridge class [participate] in this project, because we can learn many contents which
cannot be learned in class, such as creat[ing] website[s] . . . communicat[ing] with different
students in the world, [and] learn[ing] about their culture, their education and their life. In the
process, we can practice our skills and improve our ability. This is a rare opportunity.

Receiving feedback during this project benefited students in terms of immediacy and validity (Hattie &
Timperley, 2007; Wiggins, 2012) because the rounds of feedback followed directly after the websites were
completed, which kept the students focused on the project. One UNLV student felt that such sequencing of
tasks facilitated collaborative revision: “[O]nce we got the feedback, no matter positive or negative, we just
revised immediately until all members [were] satisfied.” Moreover, having an actual audience of peers and
receiving feedback from the target audience made the writing process authentic and purposeful. The students
were better able to grasp the rhetorical concepts of audience, purpose, and tone as the comments were
coming directly from their audience and peers, not simply from their instructor.

PSB students also took away some key lessons from the project. A key problem of telecollaboration projects is
that “native” speakers are frequently (implicitly or explicitly) presented as the “language experts” whereas
“non-native” speakers are reductively presented as the “learners” who needexposure to “native English”
(Verzella et al., 2021b). Intercultural communication can never be conceived as a one-way road in which non-
native speakers who use English as a lingua franca (ELF) have to meet native speakers in their linguistic
comfort zone (Verzella et al., 2021a). Native speakers must also try to understand how ELF works, how native
English is only one of the varieties of English used on the world wide web, and how different cultural
traditions might affect content creation, rhetorical approaches, and stylistic choices in the creation of digital
content.

This presented an important learning moment for PSB students to ask questions about their role as language
consultants in this project. They were not sure how to find a balance between pointing out problems related
to what they perceived as ineffective rhetorical strategies or the use of non-idiomatic English, on the one
hand, and praising their peers for their creative resourcefulness in the use of ELF or appreciating their use of
rhetorical moves and strategies that are not always familiar to North American audiences, on the other hand.

The questions that PSB students asked about their role in the telecollaboration were addressed during class
discussions that helped all students understand their role as both cautious consultants and learners.
Collectively, they decided to avoid imposing native-English conventions on users of ELF. Rather, they
understood their role as linguistic negotiators and cultural mediators. One of the most interesting reflections
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shared by several PSB students was that in the attempt to imitate native/idiomatic English, their peers had
used language that American audiences would find confusing or inappropriate considering the communicative
goals of the websites.

Based on the data collected during the TEP, we observed that most students acknowledged the many cultural
differences in the conventions of online communication and attitudes toward teacher-led versus peer feedback,
demonstrating enhancement of cultural awareness. The writing task assigned at the end of the TEP revealed
that students had indeed reflected on giving and receiving peer feedback via the internet, which changed their
opinions about the inherent value of feedback from peers, as opposed to from teachers, and changed their
online behavior when interacting across cultures.

For these reasons, and many others, we believe that our study confirms previous findings that show how
telecollaboration fosters the development of language skills and intercultural communicative competence
(Dooly, 2008; Guth & Helm, 2010; O’Dowd, 2006, 2007; O’Dowd & Lewis, 2016). The types of questions asked
and the comments shared with the instructors and the TEP facilitators throughout the telecollaboration
demonstrated how students developed critical thinking skills, audience awareness, and intercultural sensitivity.

Conclusion

Despite the obvious limitations of a description of a singular experience, this case study offers several important
findings which might inform the design and implementation of virtual exchange, also in the absence of a global
pandemic. When traditional mobility programs came to an abrupt and premature end due to the outbreak of
Covid-19, this multilateral telecollaboration project went on, allowing students to connect and exchange ideas
with peers in a time of forced isolation.

Telecollaboration is sustainable even when course syllabi do not overlap and semester schedules are not
aligned, or are forced to change, because instructors can organize flexible projects that allow students to work
at different paces and with different goals. This is not to say that our project proceeded without hitches or that
our students did not experience the fatigue and digital overwhelm associated with emergency remote teaching
during the pandemic, but the telecollaboration demonstrated for students and teachers alike the importance of
understanding the affordances of computer mediated communication at a time when a rapid development of
their digital literacies became imperative.

That the unibz group struggled to fully integrate the project into their course, that some students felt
overwhelmed by the amount of work to be completed within tight deadlines, or that others felt that
communication with peers abroad felt “forced” at times, indicates that telecollaboration projects must always
remain open to revision and modifications and necessitate continuous communication and coordination—
between teachers and students and across partner institutions. In future iterations, our team might consider,
for instance, using a single platform for both task sequences and requiring TEP participation for all students.

As has been reported elsewhere, there is ample evidence to suggest that our students were afforded valuable
opportunities to practice their English, reflect on the use of ELF in intercultural communication, understand
writing as a process that requires mediation and collaboration with target audiences, and engage in intercultural
learning. One novel finding of our experience is that telecollaboration can also be exploited to develop learning
strategies — such as methods for giving and receiving peer feedback—and meta-awareness of communication
and language in use — such as online etiquette or pragmatic strategies for effective communication in ELF.
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The spread of disinformation during the Covid-19 pandemic is largely associated with social
media and online messengers. Viral disinformation disseminated in 2020-2021 was related to
a wide range of topics that caused panic among people. Many false narratives emerged and
attracted public interest over time, which mainly reflected the general public’s utmost belief in
these topics. Text mining can be used to analyze the frequencies of keywords and topic-related
vocabulary in order to track the changing focus of the public concerning online disinformation.
In this paper, we present the results of a corpus-based study of Russian viral fake stories
circulating during the first year of the Covid-19 pandemic. We propose a method for analyzing
the central topics and dynamics of topical change in the context of the Russian Covid-19-fake
story. In order to accomplish this objective, we make use of a set of tools to extract keywords,
count their frequencies and analyze corresponding contexts. We apply these tools to the
compiled specialized diachronic corpus of Russian viral false Covid-19-related stories. The
obtained data is evaluated to determine the dynamic of topical shifts by tracking the changes
in keyword frequencies as well as the use of other high-frequency corpus words. The findings of
the work concerning topical fluctuations in the Russian viral Covid-19 disinformation agenda
as well as given explanations for the identified drifts in public interest in the topics during the
first year of the pandemic can contribute to developing effective strategies for combating the
spread of fakes in the future.

Keywords: disinformation, Covid-19, fake story, infodemic, viral text, specialized corpus, word
frequency, topic change

Introduction

The Covid-19 pandemic has proven that online messengers and social networks have a great potential to make
disinformation go viral. Huge amounts of unverified materials written on the web about the Covid-19 pandemic
during 2020 led to the coinage of a new term “infodemic,” meaning “too much information including false or
misleading information in digital and physical environments during a disease outbreak”!. In Russia, viral texts
about Covid-19 and related issues did rounds on social networks and messaging platforms such as WhatsApp,
Telegram and Viber. Many of the circulating texts contained false information about the symptoms and
treatment of the new virus, the numbers of Covid-19 cases, the state of hospitals and upcoming government-
imposed restrictions. Due to overwhelming public interest and trust in such texts, the dissemination of
disinformation was criminalized in Russia, and eventually, WhatsApp imposed a strict limit on the number of
messages that can be forwarded as a measure to stop the viral spread of disinformation regarding Covid-19.

Malicious use of social media during the Covid-19 pandemic has been instrumental in the creation of
misleading news on key topics related to Covid-19. According to a study on virus-related infodemic and its
impact on public health (Islam et al. 2020), more than 5,800 people around the world were admitted to hospital
and at least 800 people died in 2020 as a result of false information on social media. Since the Covid-19
infodemic evidently poses a real danger to human lives, it is necessary to study the texts containing the most

1 'WHO (2021) Public health research agenda for managing infodemics. World Health Organization.
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popular fake stories in order to understand why certain narratives were successful in fueling conspiracy theories
and initiating panic among people.

The growing application of corpus-based research (e.g., Webber & Stroud, 2013; Koplenig, 2017; Karjus et al.
2020) can be attributed to the fact that representative corpora are useful in obtaining quantitative data on the
units of analysis and answering a number of questions about the texts, storylines and key topics. In this paper,
we propose a quantitative method to measure the topical change in the Russian Covid-19 disinformation
spread by counting word frequencies in diachronic collections of target data. The diachronic analysis of viral
Covid-19-related fake stories spread in Russia during the first year of the pandemic involves identifying key
topics of the fake news and tracking topical shifts in public interest over time. According to Karjus et al. (Karjus
et al. 2020, 86), such shifts are reflected in a specialized diachronic corpus in changing frequencies of the topic-
related vocabulary. Thus, we expect the frequency distribution of the corpus terms to capture the changes in
the disinformation agenda over time.

Previous works (Faust, 2018; Pesta et al., 2018; Mariani et al., 2019) based on the keyword research model, also
focus on capturing peaks and troughs in diachronic data to track topical changes in a certain field; however,
they do not study the factors that determine fluctuations of public interest in different topics. In addition, the
above studies aimed at determining topical drifts use specialized corpora containing academic or media texts
as target material. Our work is, so far as we are aware, the first occasion on which word frequencies have been
used to analyze the changes in the disinformation agenda (namely, the texts that deliberately mislead the
reader).

Describing the dynamics of topical change in the disinformation agenda can contribute to the development of
strategies to fight the spread of disinformation about Covid-19 and related issues. The derived knowledge on
why public interest on some topics is short, while others remain consistently popular among the public may
shed light on what factors make certain fake narratives go viral.

The paper is structured as follows: In the Methodology section we introduce the related work in the literature
and describe the proposed method. The Results and Discussion sections present the obtained results and
analyze the frequencies of keywords and topic-related vocabulary along with the periods of time when different
topics on the Russian disinformation agenda gained or lost popularity while depicting topics that retained
their popularity throughout the first 13 months of the pandemic.

Methodology
Building Specialized Corpora

This work is inspired by the prior corpus-based research built on the premise that collecting and analyzing
large amounts of discourse samples is an effective tool for understanding the way people communicate (e.g.,
Biber et al., 1998; Stubbs, 2001; McCarthy & Carter, 2001; Budge & Pennings, 2007; Grimmer & Stewart, 2013).
When dealing with specialized corpora targeted towards a particular text type, genre or subject field, vocabulary
sorted by frequency can provide very illustrative information (Ngula, 2018). Our research model is based on the
assumption that analyzing word frequencies within a corpus with a narrowed text focus (Covid-19-related fake
stories) can assist in identifying some patterns in the language of Russian viral fake stories.

When people make up fake stories with the intention of promoting disinformation, they alter their language to
not only fit the agenda but also play to the audience’s feelings (e.g., fears, desires, interests, etc.) in order to
draw their attention to the story and make it go viral. Thus, the vocabulary used in such stories may reflect
patterns that allow us to draw conclusions about the general linguistic characteristics of fake narratives. Thus,
before discussing the used methodology in detail, we should outline the research agenda by answering three
main questions. What types of texts are suitable to address the specific objectives of the study? What is the
unit of analysis? What type of corpus (raw or annotated) better suits the research goals?

The design of the specialized corpora complies with the standards of a linguistic investigation if collected texts,
representing a particular domain of use, are balanced and sampled. Biber and Jones (Biber & Jones, 2009, p.
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1288) note that the term “corpus composition” refers to the text categories that are included the corpus
structure. Texts selection is based on a sampling method according to which the collected data should represent
the target text categories and the texts should be of similar size. Register variation is also an important issue in
the framework of this research, as we intend to analyze Covid-19-related text and audio messages containing
fake narratives that went viral during the first year of the pandemic in Russia. These texts are inhomogeneous
in terms of style and strategic organization, and their authors have used different registers. Therefore, the
corpus should be designed to represent all used registers.

In contrast to discourse analysis, which focuses on a detailed discussion of a few texts, corpus studies analyze
large volumes of texts, indicating that this method gives high importance to corpus size. Large corpora are used
in historical research for tracing lexical and semantic changes. Such studies require a larger number of units
(words and collocations) to be processed, and these units may occur in texts with low frequencies. Therefore,
statistical procedures should be applied to very large text collections (Leech & Fallon, 1992; Scott, 2001; Baron
et al, 2009). The number of texts sufficient enough to analyze narrow-profile subjects depends on a variety of
text categories (genre, format, etc.) that characterize a particular discourse. For example, British Academic
Written English (BAWE) is a specialized corpus that consists of good-quality student assignments across
disciplines (from first-year to master’s students), with a total of 2896 independent texts and 6,514,776 words.
Air Traffic Control (ATC) corpus is represented by 70 hours of recorded conversations between controllers and
several aircraft in three major airports of the United States. These collections are representative of a special-
purpose corpus that offer numerous possibilities of examining and interpreting data from particular areas.
However, more targeted corpora (e.g., Louvain Corpus of Native English Essays that contain essays written by
British pupils and university students with a total of 324,304 words) also provide sufficient evidence for
specified studies related to lexicology or grammar (Curzan, 2009).

Corpora structures can also be determined by the type of units chosen for analysis. Stefanowitsch and Gries
(2009, p. 933) mention that, for a long time, lexical issues have been the focus of most corpus-based research,
which means they were considered the primary unit of investigation in corpus linguistics. Before the first
corpora containing grammatical annotation were built, words and word forms were the only available tools for
assessing corpora, and therefore, they were of particular interest to the researchers in this field (Stefanowitsch,
2006, p. 62). However, advances in text processing have broadened the research horizons to include higher-
order structural units of analysis. According to Biber and Jones (2009, p. 1289), three main units of analysis in
modern corpus studies are each occurrence of a linguistic feature, each individual text or the entire corpus.
These units are used in different research designs to either compare texts and define the differences between
them or to analyze the use of the linguistic structure. The nature of the units of investigation is different since
each represents a different level of language. Some of them do not even have quantitative characteristics. For
example, while grammar categories are not numeric and cannot be subjected to quantitative analysis, texts
have quantitative characteristics, and numerical procedures can be applied to them (Biber & Jones, 2009, p.
1290). In this work, the units of analysis are keywords and topic-related vocabulary of every part of speech
regardless grammar category. Therefore, we preprocess the corpus by lemmatizing it. This would ensure that
each word is represented in its original form.

The next research question is whether to annotate the corpus or to use a raw collection of texts. Annotated
corpora include additional interpretative linguistic information that could easily be separated from the raw
corpora in order to avoid causing any loss of information. The type of information that could be used as an
annotation depends on the study objective. For example, POS-tagging is considered to be the most common
annotation. It refers to tagging words in a corpus in order to indicate the part of speech they belong to (Leech,
2005, p. 17). There is no consensus among scholars on which corpus, raw or annotated, is best suited for
analyzing linguistic phenomena. Sinclair (Sinclair, 2005, p. 5) specifically prefers to work with a raw corpus
since it is a “pure” experimental material that most accurately reflects the language features a linguistic study
can focus on. Some researchers (Leech, 2005; Wilbur et al., 2006; Kim et al., 2008), while discussing annotation
issues, have stated that it is a tool for enriching the original corpus through value addition and may be useful
not only for the annotator but also for other linguists who may apply it in their work. Meurers (2005, p. 1620)
asserts that large corpora containing million tokens or more can only be annotated automatically. Today,
however, semi-automatic annotation procedures are applied even for smaller corpora.
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Counting frequencies of specific units in diachrony is one of the methods of historical corpus linguistics.
Statistical techniques can be applied to compare distributions of specific groups of words and to determine the
words that can be found in the corpus significantly more or less frequently than expected (Baron et al., 2009, p.
41). Outlining possible research directions, Sinclair (Sinclair, 1991, p. 31) mentions that when the word count
indicates notable changes in frequencies of the units, which generally have a stable distribution, it may provide
significant information on the types of text being studied. Since this work focuses on tracing the dynamics of
topic change in manipulative e-communication during a certain period, we apply the technique of keyword
analysis, which is one of the most widely-used methods for determining significant words based on comparing
the frequencies of words in a target corpus with frequencies of the same words in a reference corpus (Baron et
al., 2009, p. 41). Through quantitative analysis, researchers get a list of words sorted based on their raw or
relative frequencies in texts. The results may be unexpected with the flagging of some linguistic trends that are
not obvious without statistical data.

Procedure

The overall framework of the proposed methodology can be described in three main steps. First, we build a
corpus of Russian viral fake messages (13 sections, one for each month of the first year of the pandemic,
including March 2021) and preprocess the corpus by removing punctuation and graphic elements and
normalizing all texts to lowercase letters in order to avoid word doubling in the statistics caused by lowercase
or uppercase differences. Next, the texts are lemmatized, stopwords are removed from them and absolute
synonyms, different forms of the same word or words, are replaced with one lemma. Then, we use a network
graph showing topic clusters and term frequencies across all sections of the corpus to track the dynamics of
topic change in Russian fake stories being circulated during the first year of the Covid-19 pandemic (March
2020 to March 2021). We also analyze the most common non-Covid-19-related vocabulary and determine
contexts surrounding high-frequency words and collocations.

Methods and Instruments

Input Data. Corpus Structure

From the very beginning of the Covid-19 pandemic, users have been posting/reposting on their social media
accounts and forwarding to each other via messengers a lot of false content; however, though these texts could
be characterized as fake narratives, not all of them went viral. In this section, we introduce the principles of
text selection developed to ensure that the compiled corpus is representative and well balanced.

What is a viral fake story? A Covid-19-related fake narrative refers to text containing information about the
recent pandemic caused by Covid-19 (and its related aspects) that was officially announced as false by federal
agencies, scientific organizations and officials. Such narratives were spread by many users through popular
virtual informal communication channels, primarily social media platforms (such as Instagram, Facebook,
Vkontakte, Odnoklassniki, etc.) and mobile messengers (such as WhatsApp, Telegram, Viber, etc.) regardless of
whether the intention was to deceive or not. Within the framework of this research, a text is considered viral
if it has more than 50,000 unique views. Counting the number of reposts and views in messengers is not always
possible, as people send texts to personal and group chats, which are not accessible. Therefore, when selecting
study materials, we accounted for the number of views for the forwarded texts via open channels, profiles, bots,
public chats and groups. The authors of fake content are usually unknown, and the information in their stories
is either completely made up or presented in a significantly distorted manner.

Data source. We began gathering fake narratives about Covid-19 from March 2020 when the WHO made an
official announcement of the pandemic. The sources of the texts are popular Russian social networks and
mobile messengers. When collecting data, viral audio messages were transcribed. However, video fakes were
not considered unless they went viral in the form of texts spread on the web. It is difficult to establish the
original source of some texts and the date of their first appearance since most of the authors are anonymous
and the texts have been reposted many times. In addition, on April 1, 2020, the President of Russia passed a
law? imposing criminal punishment for spreading disinformation. Many of the texts that had already been

2 Federal Law of April 1, 2020 N 100-FZ “On Amendments to the Criminal Code of the Russian Federation and Articles 31 and 151 of the
Criminal Procedure Code of the Russian Federation”. Collected Legislation of the Russian Federation of April 6, 2020 N2 14 (Part I) Art.
2030.
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added to the corpus were subsequently deleted from the web sources at the request of Rospotrebnadzor
(Russian Federal Service for Surveillance on Consumer Rights). Therefore, in the appendix to the compiled
corpus, against the deleted texts, we have placed links to the resources dealing with Covid-19 myth debunking
since they post original texts. The corpus (in raw and preprocessed versions) was registered with the Russian
Federal Service for Intellectual Property as a database®. In this work, we have specified the episode number in
this database when examples of fake narratives are introduced.

Data verification. Covid-19-related disinformation covers wide-ranging topics (restrictions, lockdown,
healthcare advice, vaccination, etc.), and there is a need to prove that all of the considered texts contain false
information. For each text added to the corpus, one of the official institutions (health authorities, ministries,
and agencies and federal media) has refuted the claim made in the story on their websites or verified pages on
social networks. We also used the following resources to fact-check the information from the collected
narratives: Covid Infodemic Europe, Poynter’s International Fact-Checking Network and Coronavirus Facts
Alliance.

Types of false narratives. The corpus of Russian viral fake stories about Covid-19 is stylistically heterogeneous,
containing texts across all genres and categories that were popular among Russian users in the first year of the
pandemic (“insider” information from reliable sources (officials, doctors, scientists); warnings; guidelines (how
to wear a mask, how to behave during restrictions); pseudo-medical advice/ recipes; information from medical
personnel working in “the red zone”; fake stories disguised as news or scientific article; fragments of a pseudo-
research; conspiracy theories; and fake documents).

Character limit and the number of episodes. The typological diversity of included texts entails setting a
maximum limit of 2000 characters and a minimum of 200 characters (an average fake narrative consists of
about 600 characters). This is an important step for data balancing since if both ultra-short texts and large
narratives are included in the corpus, the raw frequencies of keywords will not give accurate information about
the dynamics of topic change and public interest in a certain topic. These limits enable us to eliminate the
disproportion between the number of episodes and the number of keywords extracted from each episode (short
texts exhibit lower occurrences of keywords, while the same number of large episodes contain a lot of keywords
related to the same topic). It must be noted that the distribution of texts by month is uneven. The number of
fake Covid-19 stories peaked for the first time in March 2020 (52 episodes) and April 2020 (48 episodes) during
the period of self-isolation in Russia. During the summer of 2020, only 66 texts that meet the established
research principles went viral on the web. Since the fall of 2020, there has been an increase in the number of
viral fake stories, with statistically significant peaks in November 2020 (48 episodes), December 2020 (54
episodes) and March 2021 (54 episodes), after the start of vaccine testing in Russia (see the Table below for
more details on episode statistics).

One of the major obstacles to corpus balancing is the so-called “chain fakes,” i.e., texts significantly distorted
due to paraphrasing and specifications as a result of multiple reposts. Thus, the question arises as to what the
original text looked like and when it first appeared. For example, there is a popular fake story of doctors and
police officers coming to people’s homes and forcing them to get vaccinated («Eciu npudym epauu c
noauyetickumu. Omka3ssieatimecs om n06blx Mecmos Ha supyc. [Iomom 3acmassam npotimu N08MOPHbLI mecm, a oH
yace nokaxcem Haauuue supyca. Kaxk eupyc noomeepoumcs. <...>» (Episode #56, April 2020). This story was first
posted on Instagram in March 2020 and was refuted by the Ministry of Internal Affairs that stated that the
information was false and no vaccine has been found yet. However, the story began circulating in messengers
again in January 2021 and looked even more convincing than the original text since vaccination had already
started in Russia at that time. In such cases, we add a text next to the earliest recorded date in the corresponding
chronological section of the corpus.

Corpus Preprocessing. Lemmatization and Data Cleansing

To enable accurate word frequency analysis and extraction of keywords and topic-related vocabulary, the
original text corpus should be preprocessed, i.e., all forms of one word are converted to its base form so they
are analyzed as a single item. Components that do not carry additional meaning are eliminated from the texts.

3 Russian-language bank of electronic texts containing verbal markers of linguistic manipulation. Database #2021621693, registered with
the Federal Service for Intellectual Property of the Russian Federation 08/14/2021. Authors: Monogarova, A. G., Bagyan, A. Yu
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These elements primarily include stop words, absolute synonyms and punctuation marks. Viral Covid-19-
related fakes are often characterized by emotional presentation, and many e-texts contain graphic elements
(pictograms, logograms, ideograms and smileys). Moreover, uppercase letters are used to draw the audience’s
attention to particular bits of information.

As the first step to corpora preprocessing, we performed lemmatization and denoising (lowercasing and the
removal of punctuation and graphic elements) using Natural Language Toolkit (NLTK) in Python. After
lemmatization, all the words in the corpus are represented with their regularized forms, which helps avoid
retaining “multiple terms representing the same word or phrase and thus decrease the vocabulary size” (Sarica
et al., 2020). The number “19” was removed from xosud-19/Covid-19 so that the word frequency counter
recognizes each of these terms as a single word form.

Then, we continue to clean the data by removing stopwords (commonly used words such as most pronouns,
prepositions, conjunctions and quantifiers that do not hold much meaning) from the corpus. These groups of
words are statistically significant since they appear in texts multiple times as a part of the sentence structure
in order to make narratives coherent, but they give no considerable information about the analyzed bits of
discourse. To exclude these words from frequency index, we customize a NLTK pre-existing stopwords list that
already contains most Russian function words by expanding it with some common adverbs (8006wye, coscem,
npocmo, euie, MoabKO, 18HO, MOXce, HACMOJIbKO, HACKONbKO, 808ce, noumu, oueHv), all forms of possessive and
demonstrative pronouns and some interjections that are commonly used in expressive fake narratives (ny, aea,
020, y8bl, Ypa, 8ay, 3x, oii, 0x, 2ocnodu, 6oxce moii). The overall denoising procedure has been illustrated in Fig. 1.
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Collected samples of discourse contained four groups of words that hampered text normalization since their
occurrence in the corpus could distort the results of frequency-based statistical analyses. These groups are as
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follows: synonyms that can be substituted in all possible contexts; multi-word terms that are found in fake
texts in both full and shortened forms (acronyms, initialisms, etc.); words that have several spelling variations
within the corpus; and terms containing numbers or symbols. To avoid any ambiguity in decoding results of
frequency analysis, we normalize the texts by replacing similar words with one lemma.

First, absolute synonyms are replaced with one semantically equivalent word form. For example, in the case of
synonymous words for the coronavirus, (kosud, 256 occurrences in the corpus before word replacement),
koporasupyc (159 occurrences), covid (94 occurrences), kopoHa (48 occurrences), three less common words are
filtered out and replaced with the most common form, xosud. The word npususka (106 occurrences) is
substituted with the term sakyu+a (316 occurrences). Likewise, the term sakyuruposaHHuiii replaces the word
npusumslii. Note that the adjectives ducmanyuonHeili and ydaneHHsili were not replaced, since, within this
discourse, they are not total synonyms; the word ducmanyuonHutii refers to online education, and ydanexHuotli
refers to working in a virtual format.

Most multi-word terms in the corpus are names of organizations and toponyms that are more often used in an
abbreviated form (BO3/BcemupHasi opranmsaiusi sfipaBooxpaHeHnusi, MBJl/MuHMCTepCTBO BHYTPEHHUX Jel,
CIIA/Coemnnennbie IllTatel Amepuku/Amepuka/mitathi, KHP/Kutaiickas Hapomuast Pecmy6mmka/Kuraii/
ITonueb6ecHast, PO/Poccuiickast @emepaumsi/Poccus u T.1). The choice of the substitute depends on the following
conditions. If there is a one-word variant of such a term (e.g., Poccus, Umanus, Kumati), then all forms in the
row are replaced with it. When a term has only multi-word variations (e.g., nonumepasHas yenHas peaxyus/
II[P), we choose the abbreviation as the substitute form. These will ensure that unit searching and frequency
counting are easier as a one-word abbreviation is easier to automatically find in a text than a combination of
two or more words.

Different spellings of the same terms are also an obstacle to the analysis of word frequencies as each form has
a separate frequency index. This can result in serious ambiguity in the statistics. In different texts across the
corpus, the names of vaccines are spelled either in Latin or Cyrillic (Pfizer/®aiizep, AstraZeneca/Acmpa3eHexa,
Moderna/ModepHa, Sputnik/Cnymuuk). In this case, the term with higher frequency was chosen as a replacement.
Furthermore, the adjective koponasupycnsiii is misspelled (kopornosupyc) by the authors of viral stories in 58
episodes. Therefore, the wrong spelling is replaced with the correct one. The term CDC appears in fake
narratives in three different forms, namely, in Latin, Cyrillic and abbreviations (CDC/LIKII3/ Llenmp no
KoHmposw u npogunakmuke 3abonesaxuti). We choose the English abbreviation CDC as a replacement, as it
occurs in the corpus (31 occurrences) more often than the other forms.

Most automatic word frequency counters recognize the numbers or symbols in the structure of a term as
separate units. For example, in almost all original texts, the term denoting the fifth-generation mobile network
is represented by the abbreviated form 5G. Therefore, the frequency analyzer we use in this work (Voyant Tools)
recognizes this compound term as two words. Therefore, we replace it with a Russian word namsdxcu, which
appeared in the original texts only a few times. However, this replacement enables us to receive accurate
statistical data.

By employing the word replacement procedure, we compress the vocabulary without losing the word’s meaning.
In normalized texts, all semantically identical words are replaced with one lemma (with most satisfying the
requirements of the chosen analysis toolkit). Thus, all occurrences of these words are attributed to one term
providing us a clear picture of topic development and topic change in Russian fake story-making during the
first year of the Covid-19 pandemic. Therefore, the material of this study represents a corpus of 13 sections (12
first months of the pandemic + March 2021), 491 viral texts (episodes), with each containing at least 200 and at
most 2000 characters. After data preprocessing, the corpus contains 26,964 words, with 16,002 unique word
forms (see the table below for more detailed information).
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Table 1

Statistics for the Corpus before and after Denoising and Lemmatization

Before After
Denoising and Lemmatization Denoising and Lemmatization
ComusD  ViralFake  Wordsper  Vocobulary  otal GRS g, Unie Word
Episodes Episode Forms
March 2020 52 85.9 0.483 4,470 2,160 2,593 1,269
April 2020 48 80.1 0.513 3,845 1,972 2,373 1,243
May 2020 36 88.1 0.540 3,173 1,712 1,966 1,121
June 2020 22 93.2 0.553 2,052 1,134 1,205 717
July 2020 24 90.3 0.588 2,169 1,275 1,007 804
August 2020 20 87.8 0.591 1,757 1,039 1,014 695
September 2020 25 85.3 0.624 2,134 1,331 1,010 791
October 2020 30 104.5 0.537 3,135 1,682 1,812 1,115
November 2020 48 94.1 0.498 4,517 2,250 2,640 1,817
December 2020 54 110.1 0.481 5,950 2,859 3,604 2,008
January 2021 41 90.8 0.537 3,724 1,998 2,110 1,315
February 2021 37 85.1 0.527 3,151 1,662 2,351 1,201
March 2021 54 94.9 0.483 5,128 2,478 3,275 2,006
Total 491 45,205 23,552 26,964 16,002

Analyzing the Dynamics of Topic Change using Word Frequencies

Counting frequencies of words in the corpus and studying the contexts surrounding the keywords and topic-
related vocabulary were performed using Voyant Tools, developed by S. Sinclair and G. Rockwell, which is a
web-based application for performing text analysis. Preprocessed collection of digital texts is evaluated with
tools such as Trends (that depicts the distribution of a word’s occurrence across a corpus), Corpus Collocates
(that represents keywords and terms occurring in close proximity to them), Collocates Graph (that visualizes
the semantic proximity of words within the corpus based on a distribution semantic model) and Contexts (that
shows each occurrence of a keyword with a bit of surrounding text) (Sampsel, 2018, p. 153). All of the graphs
presented in the Results section were also made using Voyant Tools.

Network Graph and Term Frequencies

When the corpus is uploaded to Voyant Tools, all 13 sections, representing data from March 2020 when the
Covid-19 pandemic was officially announced till March 2021, are allocated chronologically. We then generate a
network graph from the preprocessed data, where nodes are terms, and edges represent similarities between
them. A fragment of the graph is shown in Fig. 2. This is a graphic representation of the higher-frequency terms
that appear in close proximity, and we use the clusters of keywords and collocates to extract topics and topic-
related vocabulary. Keywords are extracted based on their raw frequencies (the total number of occurrences in
the corpus) and collocates are mined according to their frequencies in the context of the related keywords.
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Figure 2

Fragment of the Network Graph Generated from Fake Covid-19 Narratives

Graph clustering simulates flow within a graph, “promoting flow where the current is strong, and demoting
flow where the current is weak” in order to show only the collocates that frequently occur in high proximity to
a keyword (Jurisica & Wigle, 2005, p. 122). Clusters represent small topics within a larger set of fake texts and
contain the vocabulary used to represent made-up storylines in fake narratives (some cluster structures are
illustrated in Fig. 3). Although frequencies of keywords alone allow the tracking of the dynamics of topic change
in disinformation agenda, counting the frequency of topic-related vocabulary can provide more illustrative
data. The distribution of keyword frequencies depicts an increase or decrease in user interest in the topic over
time, while frequencies of the topic-related vocabulary show the attitude of the authors towards a topic. For
example, in most Russian mass media texts, the term sakyuHa “vaccine” has the following lexical environment—
Ko8UO, eupyc, uH@exkyus, HOBblli, KOpOHABUPYCHbLil, delicmeosams, ¢GekmusHoCMy, 3auiuwams, aHmumend,
UMMYHUMeM, YpoeeHb, KOMNOHeHm, 6U3KUll, 6aKyuHayus, pachpocmpateHue, koanekmuesHslii (based on texts in
the news about Covid-19 vaccine during September 2020 — Mar 2021, 50 episodes in total). In fake stories, the
same term is most often found in connection with the following words: xosud, no®b, noGouHslii, yueHsiii,
KOHMpoauposams, ucciedosawue, cdc, 8pau, 8akyuHayus, 0mkassléamoscs, npedynpexcoams, ao, Koaoms, page,
CNymHUK, eakyuHuposamscs, pfizer, astrazeneca, moderna, codepxcams, 2elimc, COMHUMENbHBIL, Uun,
IKCNepUMEHMAIbHBIL, 2eHHBLIL, YUNUpPosaHue, MUKpouun, yousams, ymupams, 2eH, CMAaHo8UmasCcs, 200, cybcmauyus,
anmumena, MooupuUUYUpoBaHHbsLILi, CMepMb, UCNONB308AMBC.
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Figure 3

Topic Clusters (A Keyword and Collocates)

Using cluster data, we compiled a list of key topics that constitute the disinformation agenda in the first year of
the pandemic and also extracted the topic-related vocabulary. Then, we applied the Trends Tool to determine
the frequency of each keyword in each of the 13 months. A diachronic study of the compiled corpus allowed us
to track user interest drifts over these months. The dynamics of increase and decrease of user interest in
different Covid-19-related topics are demonstrated in the distribution graphs in the Results section.

N-grams and Surrounding Contexts

The search for the most frequent word combinations in the corpus is based on n-grams extraction (unigrams
not considered) for which we made use of the Corpus Collocates tool. In the framework of this research, we
refer to an n-gram as a collocation composed of a contiguous (linear) sequence of n-units (two or more terms;
bigrams, trigrams, etc.) that occur together more often than expected by chance. The extracted phrases are
further arranged into a rank-ordered list, indicating their occurrences throughout the first 13 months of the
pandemic.

For interpreting the data received from frequency distributions, we employ the Contexts Tool to determine the
context surrounding high-frequency keywords and topic-related vocabulary. The tool helps us select and group
false narratives together based on the shared keywords. This allowed us to cluster the narratives into a wide
range of scenarios (major fake storylines, false rumors and conspiracies) that misinformed people about
different Covid-19-related issues.

Results
A diachronic analysis of the length of the texts showed that, over time, fake narratives became longer and

longer. From March 2020 to May 2020, viral fake texts mainly sent out short warnings, news and announcements
of up to 500 characters. However, in October 2020, 86% of the texts contained at least 700 characters, with the
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average increasing to more than 750 characters in March 2021. We have determined the two most probable
reasons for the increase in the length of an average text episode. First, during the first year of the Covid-19
pandemic, Russian users received (via social networks and messengers) a lot of misinformation about Covid-19
and related aspects, and many of these fake stories were repeatedly refuted by the media, Russian authorities
and reputable sources in the blogosphere. This naturally increased the level of information filtering by users;
in other words, the audience became more skeptical about any Covid-19-related information. Thus, by the end
of the year, to convince readers of the veracity of a theory or news, authors of fake stories needed to provide
more detailed arguments, and this, we believe, resulted in the increase of average character length. The second
assumption is based on a change of a key subject in the disinformation rhetoric. Prior to mid-autumn 2020,
fake story creators focused on topics such as quarantine, restrictions, masks and statistics on Covid-19 cases.
This type of disinformation was mostly represented in the form of short alarming texts and announcements.
However, since the beginning of the winter of 2020, the majority of fake stories revolved around vaccines and
their associated dangers. The greater part of these narratives involves argumentation mimicking scientific
evidence, numerous statements of pseudoscientists and fake discoveries.

The evolution of the fake news agenda over time is also associated with an unequal ratio of neutral vocabulary
and terminology in the corpus. In the first half of the year, terminological density was relatively low (except for
keywords such as kosud (covid), nandemus (pandemic), nHeemoHus (pneumonia), etc.). However, the density
increased significantly from December 2020 to March 2021 since specialized terms from the fields of biology,
medicine and physics frequently began occurring in the texts during this period (e.g., okcud (oxide), zpacger
(graphene) zemamosHyepanuueckuti (hematoencephalic), paHdomu3uposaHHwlli (randomized), eaneHMHblii
(valence), etc.). Likewise, most of the fake narratives in the second half of 2020 and early 2021 tend to stylistically
mimic scientific articles to appear more convincing to readers.

The words with the highest raw frequencies in the corpus are xo0sud (covid, 557 occurrences), macka (mask, 460),
sakyuHa (vaccine, 422), supyc (virus, 240), 3apaxceHHulli (infected, 197), mecm (test, 138), sakyuHayus (vaccination,
131), 6ecnonesnoiii (useless, 121), epau (doctor, 115), 3adeixamsca (suffocate, 115), 3apaxame (infect, 110), 5G/
nsmuoxu (110), ckpsisams (conceal, 109). Interestingly, some of the top words of 2020* (camousonayus (self-
isolation), ydaneuka (remote work), ducmanyuposanue (distancing), according to the Institute of the Russian
Language. A.S. Pushkin, appear in the corpus only a few times. Moreover, some of the main Russian neologisms
of 2020, kosudapHocms, KOpoHAKpu3suc, 3ymumacs, kapaHmuvumecsa (Ivanenko & Zhuravleva, 2020, p. 66), are
not present in the corpus at all. Since the word kosud (covid) is a key term outlining a range of topics related to
the pandemic, it appeared in almost all episodes, and therefore, we will not consider its frequency separately
within the analysis of topic change. However, it must be noted that for the first months of the pandemic in
Russia, xkosud ranks first in the frequency list (March 2020 — 62 occurrences, April 2020 — 59 occurrences and
May 2020 - 43 occurrences). This is due to the extreme demand for information about this new virus, as well as
its nature, origin and symptoms. Later, the public interest switched from Covid-19 as an independent topic to
other Covid-19-related issues. Moreover, starting from August 2020, there has been a decrease in the frequency
of kosud in the corpus (August 2020 — 17 occurrences, September 2020 — 20 occurrences and October 2020 — 39
occurrences). August and September show the growing interest in the term macka (mask) (August 2020 - 26
occurrences and September 2020 - 23 occurrences), and after December 2020, the term saxkyuna (vaccine)
dominated the fake news agenda (December 2020 — 82 occurrences, January 2021 — 60 occurrences, February
2021 - 54 occurrences and March 2021 — 102 occurrences). (Fig. 4 and other graphs show the relative frequencies
of the terms, while the text presents raw frequencies.)

4 Osadchy, M.A. (2021). Results of the study “Word of the Year” by State Institute of the Russian Language named after A.S. Pushkin.
https://www.pushkin.institute/news/detail.php?ID=27341
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Figure 4

Frequencies of 11 Most Common Terms Across the Corpus

A sharp rise followed by a similarly sharp drop in the frequency of some keywords and topic-related vocabulary
during the year suggests that user interest in the corresponding topics only boomed for a short period of time.
Most of these topics were essentially conspiracy theories that appear, rapidly gaining popularity due to their
claim of revealing “secret information,” and then fade away as quickly along with public interest. For example,
the conspiracy theory about 5G (names#cdu) causing Covid-19 was popular from April to May 2020 (5G/nams0xcu,
April 2020 - 29 occurrences and May 2020 — 18 occurrences). Later, after numerous public refutations from
experts, the interest of the Russian public in this topic declined (Fig. 5). In July 2020, the term 5G was mentioned
only nine times, and in December 2020, the number of occurrences decreased significantly to four as compared
to the April peak (of seven occurrences). This number went down further, with only two occurrences in February
2021. On the network graph, the keyword 5G/namuwoxcu is found in a cluster with the topic-related vocabulary,
8bllUKa, Ccemvb, U3JYueHUue, pPACNPOCMPAHAMb, UOHUSUPYIOWUL, paduouacmomHoplli, KOHMpOJb, KOBUO,
KOHMpOAUposams, ynpasasms, 8akyuHd, mecm, Kumati, CMepmesbHblili, NOOUUHSAMb, C20PpaAMb, J1eKMPOMAZHUMMHbILIL.

Top Fake Stories about Covid-19 and 5G

1. 5G towers spread Covid-19 infection: «Kapaumun — o6mau Hapoda. Bce npudymaHo 0ns eHedpeHus
uugposusayuu oduiecmea. Koponasupyc pacnpocmpatsiemcs us-3a 5G. Ilepsbiii 20p00, 20e nos8UNACH BbILIKA
5G - xumaiickuii YxaHs, a nocie mecmuposaHust mam Ho8oll mexHo02UU 0p2aHu3M 4enoseka 0an UMMYHHbLL
omeem, umo npueesio Kk kopoHasupycy». (Episode #84, April 2020)

2. Authorities/some “secret organizations” use 5G waves to control people through PCR tests and vaccines:
«BHUMAHUE! I[TIOYEMY HEJIb34 /IEJIATHb IIIIP-TECTBI! B I'epmanuu epau nposes nod MUKPOCKONOM
uccnedosarus mecma ILIP Ha Covid-19. H 06Hapyxcun Ha KOHUUKAxX mecmos, Memasuiudeckue cKoObl, Komopbole
peazupyrom Ha 607Hbl 5G. <...> Mx maxkum ob6pasom 88005m daneko 8 Hoc. CKoObl NPUKPENJISIIOMCs 8 HOCY U
peazupyrom Ha cueHansl 5G. A ces3u ¢ mem, umo mecmel 3acmasnasiom deaams no ao6oti npuuuxe. Ho maxue
CK0OBI MOZYm HAKONuUms(Cs, U nociedcmeus ynpasaeHus eoaHamu 5G 6ydym na auyo». (Episode #42, March
2020)
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Figure 5

Frequencies of the Keyword “namudxcu” (5G) and Topic-related Vocabulary

Another series of fake texts based on the chemtrail conspiracy theory interested many Russians in November
2020 (xummpelin, November — 42 occurrences). According to chemtrail theorists, some organizations sprayed
chemicals from passenger planes and infected the population with Covid-19. However, February 2021 shows a
sharp decline in the frequency of xummpeiin, with the term being mentioned only three times and all within
one episode. The increase and decrease in the popularity of this term and topic-related vocabulary are shown
in Fig. 6. The terms in close proximity to the keyword xummpeiin in the corpus are xumukam, 2eHoyuo, pacnsLisims,
denonynayus, pacnpocmpatsms, 6enviii, Kosud, camonem, cied, dopoza, 0mpasisims, Jemems, 86IComd.

We indicated one popular fake storyline that was represented in various forms in 15 viral episodes about
chemtrails. All these episodes were united by the idea that Covid-19 victims were poisoned by chemicals
sprayed from the sky. We illustrate this fake story with the most popular text: «To, umo Ham ésidaiom 3a kosud 6
MSHCENbIX CTyUasiX, K020a 3apaxcetsl ezKue, Ha camom oesle XUMUUeCKULl 0302 JiezKUX Wl XUMUu4ecKuti nHegMoHum,
HayuHaemcs ¢ nepuieHust 8 20pJie U Kauuisl. 9mo peaxkyust obixamensHoll cucmemsl Ha Xumuieckoe ompasneHue. Hac
mpassm ¢ 803dyxa xummpeiiiamu, u 3mo yxce He cekpem, sudumo 3¢gexkmusHeli 8 pasvl, eciu euje 8viuku 5G
Hacmpoums Ha onpedeneHHyro uacmomy». (Episode #81, November 2020)

User interest in a number of topics throughout the year had a wave-like character. These topics include
misinformation on restrictions during the self-isolation period, fines and passes required to move freely around
the city/region/country, etc. Although no official quarantine (kapanTuH) was announced in Russia (only a
mandatory self-isolation regime), many Russians used this term to refer to restrictive measures. Fake narratives
associated with quarantine and related issues occupied one of the leading positions among misleading viral
texts from March to May 2020 when the restrictions were lifted in Russia (kapanTun, March 2020 - 10
occurrences, April 2020 — 14 occurrences and May 2020 — 7 occurrences). Then, the term kapanTuH practically
disappeared from the agenda, only occurring nine times in a few fake announcements throughout the summer
of 2020. Later, however, due to the spread of rumors about new lockdowns around the world, false warnings
about upcoming quarantine measures in Moscow and some large regions in Russia began to be shared through
messengers. The revival of this topic can be traced by the high frequencies of the keyword xapanTtus in
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September 2020 (17 occurrences) and November 2020 (12 occurrences). We also indicated the increasing
frequencies of the topic-related vocabulary (iokpayH, mitpad, MpOITyCcK, ITPOTOKOJ, MOJUIIEACKIUI, KOBUJ,
paspellleHye, 3ampeT, He3aKOHHBIM, WTanusl, HEOOXOOMMOCTb, TEPBbIi, IeHb, OTKAa3aTbCs, IIPaBo,
KOMEHAAHTCKUIA, yac, caxkaTb) during this period (Fig. 7).

Figure 6

Frequencies of the Keyword “xummpetin” (Chemtrail) and Topic-Related Vocabulary

Top Fake Announcements about Quarantine and Lockdown from “Officials” and “Insiders”

1. Disinformation about restrictions/passes/freedom of movement during the period of self-isolation: «C
notedensHuxka 13 anpens 2020 z00a cheynponycka cmapozo 06pasya npekpauiarom ceoe delicmeue u mem,
KoMy HeoOX00UMO 8 YCN08USX KOPOHABUPYCA nepedsuzamscsi NEWKoM UIU HA asmomolune no 2opooy,
Heob6X00UMO NoAYyuUmMb HO8blll nponyck. <...> Ogopmums NPONYCK MOMCHO 8 0MOenbHOM pasdese HA calime
M3pUuU — CKA3amo 3As6Ky U NOJIy4Uums 3anoJHeHHbIll NPONycK HA C8010 neKmpoHHyr noumy». (Episode #64,
April 2020)

2. The new quarantine in Russia/around the world will last from three to six months: «/Hcatid: I'epmanuio
caxicarom Ha yens ¢ 30 aszycma. 31 utona Hemeyxuli catim liebeisstleben.de coobuiaem, umo uepe3 mecsu, ¢ 30
aszycma 2020 200a 6 IepmaHuu HAYUHAIOMCS NOBMOPHblE KAPAHMUHHbIE BJIOKUPOBKU, KOMOopble NPOoONImcs
om TPEX 0do IIIECTHU mecsayes. To ecmb do 1 mapma 2021-20 200a». (Episode #167, July 2020)

3. Quarantine and other restrictive measures are illegal: «AnnenayuonHuiii cyd Ilopmyeanuu npusuan I1IP-
mecmuposaHue petikom, a KapaHmuH He3aKOHHbIM. I 8om menepbw yxce doKa3aHHblll Ha npakmuke gakm, 4mo
ITI[P-mecmuposaHue HUKax He 200umcs 0Jis 6blA6JeHUsl KaKux 6bl Mo HuU ObL10 UHGeKyull, 8 uacmHocmu
kosud-19 <...>». (Episode #287, November 2020)
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Figure 7

Frequencies of the Keyword “kapanmun” (Quarantine) and Topic-related Vocabulary

Some topics, on the contrary, aroused stable interest from the public throughout the first year of the pandemic.
These topics are primarily part of fake narratives that provide “arguments” against using essential matters of
the new Covid era, including masks and coronavirus viral and antibody tests (164 out of 491 episodes). A
significant number of occurrences of the term macka (mask) was first witnessed in March 2020 (36 occurrences)
after the announcement of the compulsory use of masks in all Russian regions. These guidelines introduced a
mask regime in Moscow on May 12, 2020, which resulted in a prolonged boom in fake stories about protective
face masks, lasting throughout the next 10 months of the pandemic (Fig. 8). The last month considered in this
research is March 2021, and disinformation about protective masks was still hugely popular on the web. More
and more erroneous theories were arriving throughout these months. For example, summer fake stories were
more focused on numerous cases of the development of heart disease and hypoxia (a condition caused by
oxygen deprivation) allegedly from wearing masks. This trend can be reflected in the high frequencies of the
term 3advixamocsa (suffocate) (spring 2020 — 24 occurrences and summer 2020 — 27 occurrences). The arrival of
the new trend in misinformation about face masks was marked by growing frequencies of the term uepes (worm)
that often occurred in the same contexts as the term macka (mask) (uepsw, January 2021 — 25 occurrences and
March 2021 - 23 occurrences). After analyzing this term in original texts using the Contexts Tool, we found out
that its frequent use during that period resulted from the spread of a false story about worms being placed on
face masks by some pharma companies to harm public health. The typical narrative is the presentation of the
results of an alleged experiment of examining a mask under a microscope and discovering thousands of
“moving worms” on it.

Top Misleading Narratives about Protective Face Masks

1. People who wear face masks are more likely to get infected by Covid-19 and other diseases: «BPEJ] MACOK
U ITEPYATOK. TIAMSATKA Konupytime u pacnpocmpansiime! Macku HyxcHbsl 0115 mozo, 4mo0sl J1l00u 3acopuiu
cebe nezkue! m HyxcHbl 60NbHBIE, A MACKa Oydem oueHb CKOPO NPo8oyuUpo8ams UH@peKyuoHHsle 3a601e6aHusl, 8
mom uucne u mybepkynes! <...> HAC TPABSIT!!!» (Episode #130, June 2020)

2. Some people, allegedly representatives of a political party, are distributing free face masks soaked in
chemicals/drugs/substances infected with Covid-19: «Hosuwtii 8ud kpumuransHozo IIPECTYIUVIEHUA ceiiuac.
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Xoosim «gos0HmMepbl» 0M pasiudHslx napmuii... om deepu k deepu, pazdasas macku. OHU 2080psM, UMo IMO
uHUYyuamuea mecmusix eaacmeii. Ilpocam 8ac «npumepume» MAacky... eciu «nodotidem» mo «dadym» 3-5
WmyKk... 8 3agucumocmu om Konuuecmaa uneHos cemou... MACKA ITPOITUTAHA xumukamom ¢ Hapkomuueckum
deticmeuem... Yenosex npocmo «omkaouaemcs» (Episode #194, September 2020)

3. Stories about people who died or were injured as a result of wearing a face mask; for example: a) «<...>
Yecmanoesneno, umo Houwierue macku N°95 uacamu moxcem CHU3UTD OKCUTEHALIHIO xkposu Ha 20%, umo
npusodum k IIOTEPE CO3HAHUA. HimeHHO ama cumyayusi CIydulacs ¢ HecuacmHsiM napHem, Komopoiii
e30un Ha csoell mawiuHe 8 macke N295. B umoze oH nomeps co3HaHue, nonau 8 [TII u nonyuun mpasmoi».
(Episode #139, June 2020); b) «<...> B IepmaHuu & pesyibmame HowleHuss macku 13-nemHsiss desouka
nomepsia CO3HAHUsL 6 WKONBHOM asmoobyce u 8ckope ymepna 6 6onsHuue! PebeHky npocmo 3AIIPETUIIA
CHUMATB MACKY. Cronvko euje amo 6ydem npodonxamucs?!» (Episode #233, October 2020)

4. Viruses and moving worms were found on face masks: «Mai nonoxunu macky Ha 2opauyto 60dy. BudHo, kak
mam umo-mo deuzaemcs. <...> MO0 HepealvbHO, 80Mm makue uepsu 8 smux mackax» (Episode #490, March
2021)

Figure 8

Frequencies of the Keyword “macka” (Mask) and Topic-related Vocabulary

PCR tests, as the most popular method for detecting the virus, have also been the subject of numerous “truth-
revealing” stories throughout the year. Every month (albeit in different numbers), new stories about the
dangers of PCR testing were going viral. The term mecm (test) occupied the 6™ rank in the corpus, with higher
frequencies in July 2020 (13 occurrences) and September 2020 (10 occurrences) and the lowest frequencies in
August 2020 (6 occurrences) and February 2021 (5 occurrences). Despite the inconsistencies in the number of
occurrences, the topic remained popular throughout the study period (Fig. 9). In most viral fake stories, PCR
tests are defined as “useless sticks” that are incapable of distinguishing the flu virus from the coronavirus. The
adjectives Gecnonesnsiii (useless) and HeaghpexmusHbiii (ineffective) occur 28 and 19 times, respectively, in high
proximity to the keyword mecm (test). The words sioxcHotii (false) and noxcHononoxcumensHetii (false positive) also
appear 22 and 18 times in the same contexts with the keyword, respectively, as part of the arguments supporting
the idea that PCR tests are constructed to indicate positive results in order to increase the number of infection
cases. Other words found in the closest proximity to the term mecm (test) in the corpus include nyp, anmumena,
8peo, NONOHUMEIbHBLL, ONACHOCMY, 3apaxXceHHbIll, OnacHslii and omKkassleamaucs.
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Top Fake Stories about Covid-19 Antibody and Viral Tests

1. The real purpose of PCR testing is to destroy people’s immune defenses: «3ma un@opmayus ucxooum om
Moux Kosnez-epaueti. Bpeod ITI[P-mecmuposanus. Jocmyn K Mo32y ocywecmansemcs uepe3 Hoc. Tecm umeem
dpyeyo yenb. BeedeHuss mecmogozo cmepicHs 271y00K0 8 HOC 8bl3bl8den No8pexcoeHle 2eMamosHYedanuueckozo
bapvepa u dax;ce IHOOKPUHHbIX Hcene3. Llenb 3mozo 21y60K020 HApYWeHUs: COCMOUm 8 mom, 4umobsl C10Mamsb
bapeep u co30ams 8x00 8 M032 0N Kaxdoli uHpexkyuu. <...> Imo HE om kosuda. Imo nocszameibCmeo
onacHo!» (Episode #41, March 2020)

2. PCR tests are ineffective in diagnosing Covid-19; for example: a) The tests give the flu for Covid-19:
«TecmuposaHue Ha KopoHasupyc — amo 2nobansHolii ¢eiix. Tecm HE CITOCOBEH nokazams, 4mo 4enoeexk —
Hocumesb UMEHHO Kosuoa-19, maxk kaxk codepycum Jiulls mpu 2eHa-mapkepad. <...> ITo cymu zeHvl-MutlieHU
mecma I[P He si8nsiomcs cheyuguuHsimu 015 Covid-19, u noamomy nodo6Hslii mecm He cnocobeH onpedenums,
umo uenogex s8asemcs Hocumenem umeHHo SARS-CoV-2». (Episode #165, July 2020); b) Lemon/coca-cola/
chicken fillet tested positive for Covid-19: «Ilocmompume! Tecm Ha MmakapoHasupyc y JUMOHA

KanHymus Ha HUX COK JUMOHA. <...>». (Episode #264, November 2020)

3. The tests infect people with prions/Morgellons disease: «<...> Tecm docmas/isiem npuoHsl NpsIMO 8 UeJlb.
Cmepmuocms — 100% 6 meuenue 10 nem. Hukmo He nposepsem mecmsl, U 8000uje Hukozda HUKMO He
nposepsiem 3apaxcetue npuoHamu. Bel 3Haeme, umo maxoe npuorst? HagepHaka — Hem. <...>». (Episode #465,
March 2021)

Figure 9

Frequencies of the Keyword “mecm” (Test) and Topic-related Vocabulary

Other topics popular among Russian Internet users throughout the first year of the Covid-19 pandemic are
pseudo-medical advice and homemade medication. The keywords peyenm (recipe) (26 occurrences), iekapcmeo
(medication) (25 occurrences) and cosem (advice) (17 occurrences) are found on the network graph, forming
intersecting relations with the following topic-related vocabulary: dstxanue, dvixamensHoiil, 2UMHACMUKA, YECHOK,
uMObUpb, KUNSMOK, 210MKa, TUMOH, nepey, Ouxap6oHam, uspauis, SNOHCKULL, yueHslil, ucciedosaHue, cooa, 1yKosuyd,
JIYK, Npogepsimy, 60/IbHUY A, NPOBEPEHHBLLL, CMAMbsl, HAZpesamy, NPUHUMAMb, 0eHb, mecm, nodasisms, 6J10KUpPo8ams,
Jleyums, yxodums. Malicious narratives describing folk recipes against Covid-19 can be found in all 13 sections
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of the corpus (i.e., in each month). Interestingly, in March 2020, April 2020 and May 2020, there was an
increased interest in recipes and recommendations, which allegedly come from foreign (non-Russian) doctors.
The most common digrams collected from the corpus in a close proximity to the keywords such as peyenm
(recipe), cosem (advice) and pexomendayus (recommendation) during this period are collocations noun + adjective,
indicating the origin of the expert who gave advice; for example, snonckue yuensie (Japanese scientists, 4
occurrences), matisanbckue yueHsle (Taiwanese scientists, 2 occurrences), uspauivckue yueHsie (Israeli scientists,
2 occurrences), uspaunsckuti peyenm (Israeli recipe, 2 occurrences). However, after September 2020, this trend
gradually faded giving way to another—anonyms recommendations and advice from some unnamed “experts”
and “doctors.”

Top Pseudo-health-care Advice and Homemade Recipes for Treating Covid-19

1. Home testing for Covid-19: «<...> TaligeaHbcKue 3Kchepmsl CO8eMyOM NPOCMYH CAMONPOBEPKY HA
KOPOHABUPYC, KOMOPYI0 Mbl MOXeM NP0o8odums kaxcdoe ympo: cdenatime 2ny6okuti 600x u 3adepxcume OvixaHue
6onee, uem Ha 10 cekyHd. Ecnu evl ychewlHO 3asepuiume €20, He KAULIs, He UCNbimbleas Juckomgopma,
3AI0XCEHHOCMU, CMeCHeHUs, U m.N., mo 3mo doKkasvlédem, Umo 8 jezkux Hem Gubpo3a, u 3mo ykasvieaem Ha
omcymcmaue uHgexkyuu». (Episode #28, March 2020)

2. Homemade “interferon”: «/lomawHuii unmepgepon — 3auiuma om KOPOHbl. AJl20pumm Npuzomos/ieHus
domauuHezo uHmepgepoHa: 83amo 2 CblpblX 6€KA 0M KYPUHbIX OOMAWHUX AUY 8 IMAIUPOBAHHYI0 Y3KYIO
kacmpioiniwo, 006asums COK NON0BUHbL TUMOHA <...>». (Episode #108, May 2020)

3. Pepper / onion / garlic / ginger / lemon / soda / boiling water as a treatment for Covid-19. For example: a)
«H euje 0dun CEPBE3HBIH ITIPEBOCXO/IHBIF COBET om sinoHcKux 00kmopos, neuauux cayuau Covid-19: st
00JI#CHBI NOCMOSIHHO 00ecneyusams y8aaxcHeHUe c60e20 pma u 20piad, He 0asds UM nepecvixams. <...> NUmMoe
8006l UnU Opyzux xcudkocmeti cmoem ez2o0 uepe3 nuuiesod 8 xenyook. M yxce 8 xugome ... 8aula xeayoouHas
Kucnoma ybsem eupyc». (Episode#20, March 2020); b) «M3PAMJIbCKHH PELIEINT IIPOTHUB KOBHA. B
Hspaune He cmepmeli o Covid-19. Bouno HatideHo ekapcmeo om eupyca Covidl9 unu cnocob ezo ycmpaHeHus.
Peyenm npocmoti: iumon, 6ukapborHam. Cmewiusatime u netime Kaxk zopauuii uaii kaxobili deMs, <...>». (Episode
#92, April 2020); ¢) «Y KOPOHABHUPYCA annepeus Ha MMBUPB!!! K makum 3akaioueHusm npuuiiu
cneyuanucmol. Ymo HeoO6x00UMO 0Nl M020, Umobsl He 0ams 8UPYCY NPOHUKHYMb U «3assiddemby» eamu? 3 paza
8 deHv JKEBATb UMBUPBD. <...>». (Episode#81, October 2020)

The analysis of the frequency distribution of the corpus vocabulary also revealed that some Covid-19-related
topics started growing rapidly as a result of the emergence of new realities. For example, fake stories about
vaccines, green passes and mandatory vaccination exploded at the end of 2020 and continued to gain popularity
among Russian users at the end of the study period (March 2021).

Although the keyword BakuuHa (vaccine) ranked third in the corpus with 422 occurrences throughout the year,
vaccines practically remained off the disinformation agenda until November 2020. Vaccination was critically
discussed in general, as Covid-19 vaccines had not yet been tested and were undergoing development. However,
vaccines (BakiHa) became a key subject of fake narratives in December 2020 after the start of vaccination in
large Russian cities (BakiyHa, December 2020 — 82 occurrences, January 2021 — 60 occurrences, February 2021
- 54 occurrences and March 2021 - 102 occurrences) (Fig. 10). Recent studies published on the impact of official
refutations on the spread of misinformation found that refutations reduce demand and sharing of fake stories
(MacFarlane et al 2021: 248). Thus, the promotion of revealing argumentation against fake stories through
reputable sources can reduce user interest in that topic. Our data show that although conspiracy theories about
vaccines have remained steadily popular since the appearance of the first fake story on this topic, viral texts
about vaccines did not “live” long, as every month a new theory replaced the previous one. The analysis of the
corpus show that argumentation against Covid-19 vaccines is based on the following three false ideas. In
December, users actively shared texts about vaccination modifying modify people’s genes, affecting their
heredity aspect (reH (genes), December 2020 - 16 occurrences, moauduuypoBaHHbiii (modified) — 6
occurrences). In January, arguments against vaccines were based on alleged huge amounts of graphene in
vaccines (rpaden (graphene), January 2021 - 18 occurrences). In February and March 2021, the word unm (chip/
microchip) appeared 10 and 22 times, respectively, in close proximity to the keyword Bakiuua (vaccine) in fake
stories claiming that vaccines were being used by the WHO and world elites to control the population by
implanting microchips in people’s bodies.
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Top Fake Stories about Covid-19 Vaccines

1.

Hazardous toxic substances / abortive material / graphene / luciferin are secretly placed in vaccines:
«CeHcayus! HcnaHckue uccnedosamenu 0OHAPYHCUIU 8 7IEKMPOHHbILI MUKPOCKONn, umo eakyuHa Pfizer
codepxcum 99% okcuoa epagena u npakmuuecku 60avlie Huuezo! <...> dmom npodykm He Obl1 pa3pabomat,
umo6s! u3bexcams UH@eKyUU, 8bI38aAHHOL BUPYCOM. FICMUHHAS Yesib 2M020 NPodyKma ocmaémcs cKpovlmoti.
ToxkcuuHocms okcuda epagena - docmamouHas NpuduHAa, umobsl 0CMAHOBUMb 27100AIbHYI0 NPO2PAMMY
sakyunayuu». (Episode #303, December 2020)

Vaccines are a means of inserting microchips in people and establishing control over them:
«Hanouacmuyst, onucanHvie 8 namenme Microsoft (namenm CIIIA WO 2020/060606 Al), sensiomcs
damuuxkamu, Komopbsle 00M*CHbl GblMb PACCesiHblL 8 0P2AHU3Me 8aKYUHUPOBAHHO20 Uesl08eKa, Umobsl umems
803MOMCHOCMb 06HAPYH UMb e20. JTo6asnieHHble 80 PIAKOH ¢ 8AKYUHOLL, OHU 880051MCsl 8 OP2AHU3M 8MecIme
¢ npusuekoii 8 mMomeHm eakyuHayuu. Kak mosvko oHU nonadym 8 O0pzaHu3M, Om HUX HEB03MOMNCHO
u3basumucs, 8 omaudue om n0OKO#HO020 Yudposozo cnedsujezo mukpouund. C 3mozo MoMeHmMa npusumslx
qtodeii moxcHo Oydem 0OHApPY# UMb NO MOOUNBHOMY meseoHy, HAX0O0AUlemMycs nobauzocmu. <...>».
(Episode #371, January 2021)

Stories about mass deaths caused by vaccination: «ITouemy Hukmo He zogopum o Tubpanrmape? <...> Ha 6
aHeaps y Hux 6ol10 écezo 10 cmepmeli muna om H080MOOH020 zpunnd. 10 sHeaps HA 0CmMpos npueesu
cy6cmanyuto nod HazeaHuem «sakyuHa». K 20-my sHeaps nozubno 53 uenosexa. Cezoouss WOLDOmeter
noxa3ssieaem, umo nozu6no 70 uenosex. CEMBJIECST!!!» (Episode #391, February 2021)

Figure 10

Frequencies of the Keyword “saxkyuna” (Vaccine) and Topic-related Vocabulary

Some Covid-19-related topics cannot be extracted based on one keyword. For example, misleading information
about the number of Covid-19 cases was circulating on the web throughout the year. The purpose of these fake
texts was to either increase the level of panic among the public by exaggerating the number of Covid-19 cases
and related deaths (it was reported that there were no places in hospitals) or spread doubts in people’s minds
by substantially understating the numbers of infection cases. When no keyword can extract the topic, we use
related vocabulary to trace major narratives. The following words are frequently used in texts containing
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misinformation on the number of Covid-19 cases: 3apaxeHHsiil, 8pau, 3apaxame, CKpbl8AMyv, CMePMb, YMUPAMb,
60/bHULA, CMEPMHOCIMb, CMAMUCMUKA, 20CNUMAJIb, 3A8bIUANMb, 3AHUNAMB, J12AMb, O0AMbCS, NPUKA3, 3AKPblMbLI,
nokasamenwv, uHgopmayus, medcecmpa, 3Hakomolii, nepeobopydosame. Based on the data on the frequencies of
these words across the corpus, we conclude that Russian Internet users demonstrated a significant amount of
interest in information on the numbers of Covid-19 cases from March 2020 to July 2020. Later, the popularity of
the topic faded, and in 2021, it did not appear in the disinformation agenda at all (Fig. 11).

Top Fake Stories about the Numbers of Covid-19 Cases and “Killer” Doctors

1. There are much more infected people than official statistics say/ there are no places in hospitals: «/lesouku,
npusem. UHpopmayus Ha a3mom uac. MHoz20 mepmebix, yxce 6onvuie 20, 3apaxceHHbix 6onsuie 1000, HOUbIO UX
803am ckopwle. Cumyayusi oueHs nioxas. IIpocmo amux cmapwix, HU4ezo0 ¢ HUMU He denawm, Npocmo ux
0meo03sm 8 CMopoHy, a MOJI00bIX Jleuam, NOMoMy 4mo y HUX annapamos st UCKYCCMBeHHO020 JbIXaHUsl Hem».
(Episode #12, March 2020)

2. The number of Covid-19 cases is inflated / there are no infected people at all: «Cezodna u3 dsyx
Henepecekawujuxcs UCMOYHUKO8 NOJIydUund OOHY U my Xce UHGopmayurwo, ymo pooCcmeeHHUKAM yMepuiezo
npeonazarom OeHveu 3d mo, umobsl OHU noonucanu aucm nodmeepxcderue, umo uenosex ymep om Covid-19.
Bom omctoda u cmamucmuxa». (Episode #57, April 2020)

3. Stories about people who were not infected with Covid-19 but were killed by doctors in hospitals to
increase the Covid-19 statistics: «/[na HazoHa niaHa cmamucmuku CMePMHOCMU, My CAMYH CMEPMHOCMb
8bINOJIHSIOM NPU NOMOWU M. H. «JledeHUs». <...> Cocedckoii 6abywike 91 200. BoOpeHbKasi, #UBeHbKAs, AKMUBHAS,
Hume u xums. Ho nnanosas npobnema c xenyokom, Heobxoouma onepayus. Yeossm 6 060JbHULY, Oenaiom
amanusel. <...> M3 xomopoii ee yixe He svinyckarom. Tpyn. IIpuuem, pasymeemcs, HUKAK020 8CKPblMuUsl. <...>».
(Episode #244, October 2020)

4. “Insider” information from the medical staff about doctors purposefully killing Covid-19 patients:
«@envouiep u3 Jlameuu pacckasana, Kak camocmosmensHo dviwiawjux atdeti nodcaxcusarom Ha VIBJT epauu.
<...> OHu darom camocmosmenvHo ObllAWUM NayueHmam Jaowaduxyio 003y MblleyH020 peNakcaHmad,
Komopbwlii nonHocmoio paccnabnsem moiiysl. M ouappazma, komopas oaem HAM 803MOMCHOCMb OblUiaMb,
paccnabnsemca u nepecmdem «Kauams» 68030yX. Takum 00pd3oM, OHU OCMAHABAUBAOM OblXaHue, umobvl
nodcadums Ha UBJI». (Episode #313, December 2020)

The keyword BO3 (WHO), ranked 27" in the corpus, was found in 19 viral episodes, representing a hybrid of
true and false statements. These texts are based on a popular scheme for constructing manipulative narratives,
“false headline + true statement (made by a WHO representative) + commentary leading to false conclusions.”
In the following example, a misleading headline is followed by a true text: «BO3 npusHaia camou3onsyuio
epaxcoar GecnonesHoti ons 60pv0bl ¢ Covid-19. Inasa BO3 Tedpoc I'eGpeucyc npusHai, ymo camou3onayus eparcoau
U 02paHuyeHusl Ha nepedsuiceHue He NOMOzym JUK8UOUPO8amMs naHdemuto KopoHasupyca. Ilo ezo cnogsam, maxkue
Mepbl N0360/1M B8blUzpaMb 8peMsl C paAcnpocmpaHeHUeM KOpOHAsupyca, 00HaKo O CnaceHust #cusHell 3mozo
HedocmamouHo. Taxk Mox#cHO AUy co30ambs «0KHO o3moxcHocmeti» (Episode #97, April 2020). Digital narratives
with clickbait tools (the use of a headline that does not reflect what the main text is about) proved to be
effective in spreading disinformation. According to recent studies (Anspach et al., 2019), more than 70% of
social media users only read the headlines of articles before commenting. Other popular headlines of misleading
texts representing false interpretations of the statements from the WHO found in the corpus are «BO3 npusHana,
umo naxvdemuu He cyuecmsyem» (The WHO has recognized that there is no pandemic), «<BO3 3assuna, umo macku
Oecnonesusl» (The WHO has announced that masks are ineffective), «<BO3 npusHana, umo KopoHasupyc HuxKozoa He

ObL11 8videnieH» (The WHO has admitted that the coronavirus has never been discovered).

N-gram extraction from the corpus showed relatively high frequencies of the following digrams: emopas eonua
(15), npunyoumenvHas eaxuyuHayus (12), xomenoanmckuii uac (10), cucmema nponyckos (9), couyuanvHas
ducmanyus (9), yugposoli koHuynazeps (6), mecm nup (5), Hyneeoli nayuenm (5), maccosas eakyuHayus (4),
271eKmpoHHbIL KoHYazeps (3) and trigrams (pexcum o6s3amensHol camousonsayuu (7) mecm Ha aHmumena (5).
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Figure 11

w9

Frequencies of the Keyword “3apaxcennutii” (Infected Person / Covid Case) and Topic-related Vocabulary

Discussion

Diachronic corpora with a narrowed text focus can depict (depending on the unit chosen for analysis) changes
in the use of a linguistic feature and certain groups of words over time. In this work, high-frequency words and
significant changes in their frequency distribution in a diachronic collection of Russian viral fake Covid-19
stories serve as indicators of a change of topic on the disinformation agenda during the first year of the
Covid-19 pandemic.

Recently proposed models evaluating term variation over time (Webber & Stroud, 2013; Mariani et al., 2019)
allow measuring the topical change in diachronic collections in articles published in scientific journals
(JDDDMP and NLP4NLP). These models are based on the quantitative method of measuring changes in keyword
usage. Frequency distribution of keywords points out significant changes in term frequencies across the corpus,
respectively, and flagging increases or decreases in the number of texts devoted to the related topic. This
methodology is not only effective in tracking the time when a change of a topic takes place but also enables us
to identify the dynamic patterns of topical fluctuations, i.e., it shows whether the drifts are sharp or gradual.
However, in contrast to the above studies, the focus of the present work on the dynamics of topic change is of
particular importance since there is a different factor that affects the keywords frequencies.

Furthermore, when dealing with viral Covid-19 fake stories, the topical changes are largely associated with the
public interest drifts over time. Thus, the study demonstrates a correlation between the changing focus in the
viral disinformation agenda (and the nature of this change) and some extralinguistic factors that could affect it.
The viral disinformation agenda and the nature of this change explicate the type of public interest (rising,
falling, or stable) in the topic during the year. The developing situation in the world, media coverage of the
topics, official refutations, and materials debunking Covid-19 myths are some examples in this context.

Many works have focused on identifying thematic drifts and emerging topics (cf. Nel et al., 2011; Weismayer &
Pezenka, 2017; Pesta et al., 2018). A keyword analysis alone is applied to diachronic corpora to determine the
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keywords (the words that occur more frequently in a corpus than in the reference corpus) representing topics.
However, in a case of a stylistically heterogeneous corpus containing texts across many genres and categories
(as in the case of the corpus of Russian viral Covid-19 fake stories), the technique for measuring topical changes
over time can be supplemented by analyzing frequencies of the words found in close proximity to the key terms
in a wide variety of contexts (Williams, 1998; Brezina et al, 2015; Murakami et al, 2017). In a sense, our research
can be viewed as an application of Brezina’s comprehensive methodology for capturing peaks and troughs in
diachronic data based on collocation networks (Brezina, 2018). We use the cluster data to extract the collocates
of a word of interest and then to trace the occurrences of this topic-related vocabulary across the diachronic
corpus (as shown in the section “Network Graph and Term Frequencies”). Counting frequencies of such tokens
enabled us to evaluate the authors’ attitude of false narratives to the covered topic and compare the lexical
environment of keywords in media texts and fake stories (the Results section).

Although it is beyond the scope of this study to find explanations for all the identified drifts in public interest
in the topics over time, the obtained data contributes a clearer understanding of the significant topical
fluctuations in the Russian viral Covid-19 disinformation agenda during the first year of the pandemic. In
addition, this study also depicts the key fake storylines related to Covid-19 that were most popular with Russian
Internet users.

Conclusion

The frequency-based analysis showed that globally the most popular terms changed over the months indicating
an intense dynamic of the topical change in the Russian Covid-19 disinformation agenda. In the initial months
of the pandemic, Russian users were interested in issues related to restrictive measures and quarantine,
symptoms of the new virus, the impact of 5G towers on the spread of coronavirus infection; this can be traced
in the high frequencies of the corresponding Russian keywords. Already in the summer of 2020, these terms
have lost popularity, and a few topic-related vocabulary units showed zero frequencies since that period.
Increases in the footprint of the keywords eakyu+a (vaccine) and sakyunayus (vaccination) indicate a shift in
the topical focus of Covid-19 disinformation at the end of 2020. Misleading texts about masks, tests, and folk
recipes against coronavirus enjoyed relatively stable user popularity; keywords related to these topics occurred
in Russian fake narratives during the first year of the pandemic without showing a sharp rise and drop in the
frequencies.

Notably, the words that are not related to the realities of life coronavirus life also appeared to be relatively
popular within the corpus. For example, the terms zpagen (graphene), uepss (worm), abopmuseHsiii (abortive),
xummpetin (chemtrail) frequently occurred in high proximity to the corresponding keywords (8axkyuHa (vaccine),
Macka (macka), kosud (koBup) in fake texts, but these words are never found in proximity to the same keywords
in the Russian texts outside the Covid-19 disinformation agenda (except for the articles and reports that
debunk the ideas presented in coronavirus-related fake narratives). Thus, with the help of misleading viral
texts, a new discourse is being created on the Internet, based on concepts that do not correspond to reality. A
person who receives information from certain channels that massively spreads fakes has a false picture about
several topics related to coronavirus infection.

The negative effects of viral disinformation about Covid-19 indicate the need to continue the fight against the
spread of fakes, which is already in place in Russia today at the state level. High-quality argumentation against
fakes stimulates the growth of skepticism about the infodemic among Russian users. Theories about Covid-19
and vaccines have been popular for some time, but numerous reports in the media exposing these theories
have contributed to the fading of public interest in them. For instance, the term gakyu+a (vaccine) has been the
most frequent corpus word since December 2020 while the corresponding topic-related vocabulary, referring to
various vaccine-related theories, was losing popularity within one or two months. Public interest in the topics
that were completely based on false ideas (for example, 5G, chemtrails) dropped very quickly and did not
recover within a year.

As this article is being prepared, the coronavirus pandemic continues, new topics emerge, and so do false

arguments against vaccines and new regulations. This research can be further developed to track the topical
changes in Covid-19 disinformation. It is also necessary to investigate the factors that determine public interest
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in certain topics and misleading texts as it will contribute to developing effective strategies for combating the
spread of fakes.
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Learners studying English for Specific Purposes (ESP) at University regard writing academic
papers as a complex process since they have to consider issues about academic writing
conventions as well as ethics. This current research examines university students’ perceptions
of ESP academic writing within the context of the online learning which emerged due to
Covid-19 and, therefore, through the Information and Communication Technologies (ICT) and,
particularly, utilizing the Flipped Learning approach as an active learning strategy to enhance
ESP academic written competence. To be more specific, we examined how students, in tertiary
education, perceived ESP academic writing skills within the field of Business English. The
participants are 28 students doing the Degree in Administration and Business Management in a
Spanish polytechnic. A mixed method research has been conducted for this current paper since
both quantitative as well as qualitative methods were utilized for data collection. Regarding this
study, both a questionnaire and a focus group interview were utilized to analyse the data. The
outcomes proved that students’ perceptions towards academic ESP written competence, using
Business English, within the Flipped Learning approach was positive. The major results showed
students’ awareness of their needs and ESP written requirements. This research concludes with
some future research suggestions.

Keywords: academic writing, written skills, English for Specific Purposes, business English,
perceptions, flipped learning, Covid-19

Introduction

Academic writing is conceived as a written work or assignment, which is offered to students in academic
contexts, and is a key aspect when teaching and learning in tertiary education. University students are required
to actively develop their academic writing, implying, therefore, that these students need to develop specific
academic writing skills. The research paper is an excellent example of academic writing. In the context of this
current work, a research paper in tertiary education is conceived as a written academic paper or an essay
written by ESP (English for specific purposes) students on specific themes related to the Faculty of Business
and Administration.

Many ESP students find writing the research paper a complex process (Foster, 2006; Rohayah & Naginder, 2006;
Ismail, et al., 2010; Pandey, 2020). This occurs, generally, because the written competence is viewed as a
spontaneous task by learners. However, some students of ESP perceived greater difficulties in language-related
problems (Hisham, 2008; Al-Khasawneh, 2010; Kotamjani, Samad, & Fahimirad, 2018) than general academic
written competence. While some authors (Hisham, 2008; Al-Khasaweh, 2010) aimed at researching the
academic writing problems of Arab post-graduate students on a Business English course, proving that the
university students faced problems related to organization of ideas, grammar, vocabulary register, spelling and
referencing, Kotamjani, Samad, & Fahimirad (2018), on the other hand, in their qualitative research, showed
that the most difficult areas were writing with coherence, paraphrasing and summarizing, using adequate
academic language and vocabulary, as well as utilizing adequate lexical phrases.

What is more, academic writing skills require not only organisation of thoughts (Rafik-Galea, Arumugam & de
Mello, 2012) since students should make up ideas in order to create facts according to certain academic
conventions, as well as discussion and thoughts on diverse aspects such as the knowledge of specific writing
rules (Arumugam, 2011). A huge number of ESP students do not manage to understand how specific academic
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writing conventions work. Moreover, these students lack academic writing skills (Al-Khasawneh, 2010) since
they struggle with academic written competence. Acquiring good writing skills is a task, which is usually learnt
with the aid of formal teaching practices (Kim & Kim, 2005). Academic written competence should, thus, be
taught with the aid of useful approaches, feedback and collaborative multi-drafting for example, in higher
education within the learning of English as a foreign language (Bowker, 2007; Heffernan, 2006).

Research on the teaching and learning of academic written competence in ESP has focused on not only students’
but also teachers’ perceptions (Ismail, 2011; Butler, Trosclair, Zhou & Wei, 2014) on the relevance of acquiring
and, thus, improving academic writing skills in ESP as well as in the English for Academic Purposes classroom.
Similarly, Ismail (2011) investigated ESP students’ perceptions of writing and, particularly, an academic writing
course from an ESP educational programme. The author, using a variety of research methods, determined that
ESP students were aware of both their needs as well as ESL writing requirements, which implied students’
positive attitudes towards academic writing skills. On the other hand, Butler, Trosclair, Zhou & Wei (2014)
researched both ESP students’ as well as ESP teachers’ perceptions on written academic competence. The
outcomes here proved that both students and teachers have a high regard for competence in academic writing
not only from the process approach but also from the product approach.

Since this experiment took place within the context of distance education due to Covid-19, a brief overview
state of the art will be next offered on the enhancement of academic ESP writing skills through the use of ICT.
On the one hand, Kuteeva (2011) focused on wikis as a tool to enhance writing in the course of Effective
Communication in English with the ultimate purpose of analysing how the wiki influenced the writer-reader
relationship, showing that the wiki made learners become aware of the relevance of both grammatical
correctness as well as structural coherence. On the other hand, Wang (2014), in his case study research, aimed
to verify whether Taiwanese students’ EFL writing skills improved. Wang proved that students engaging in
collaborative writing activities obtained mastery in business writing. In addition, the findings showed that
wikis helped students enhance their written competence as well as boosting their collaboration skills.

In coherence with this research, which is focused on ESP academic written competence, it is also worth
mentioning the works by Montaner-Villalba (2017, 2019) who focuses on blogging as a tool for enhancing ESP
written competence in the context of Vocational Training. Montaner-Villalba (2017), in his case study research,
proved that there was not a relevant improvement in the development of writing skills while, conversely, there
was a significant improvement in the learning of specialized vocabulary as well as reading competence. This
research took place face-to-face. On the other hand, Montaner-Villalba (2019) showed, in his action-research
paper, that blogging from the perspective of Project-Based Learning (PBL) in an ESP course helped students
from Vocational Training to notably improve their ESP writing skills. This experiment was developed completely
online. As for blogging from the approach of PBL, Halimatus Sa’diyah and Cahyono (2019) aimed at researching
the effect of EFL written competence through a quasi-experimental research, showing that learners from the
treatment group improved much better than learners from the control group (Montaner-Villalba, 2019).

Flipped Learning (hence, FL) has become, within the last ten years, the most popular approach in both distance
education as well as blended learning. Many studies have produced significant findings in the application of FL
compared to conventional classroom methods (Ferreri & O’Connor, 2013; Tune et al., 2013; McLaughlin et al.,
2014). While traditional learning offers transmission of knowledge from teachers to students in a classroom
context, FL gives students the opportunity to acquire knowledge before the class and utilize classroom time to
practice and implement concepts through interaction with both teachers and peers. Then, after the class,
students reflect upon the received feedback to use it to their further learning. FL, within the modality of
blended learning, redistributes the learning spaces so that explicit instruction is offered online and more active
learning strategies take place in the classroom (Keengwe, Onchwari, & Oigara, 2014; Santiago, 2017).

Technology-Enhanced Language Learning can be integrated with FL where learners can acquire grammar,
vocabulary, syntactic structures, and other linguistic aspects (Egbert, Herman & Chang, 2014) outside the
classroom context by themselves through online activities and learning materials. Regarding the Flipped
Classroom approach applied to enhance EFL academic writing, Tsytovich & Boronenko (2018) explored the use
of the Flipped Learning approach to enhance academic writing skills in the English language in order to justify
the choice of blended learning at tertiary level, proving positive outcomes at the end of the experiment. This
research took place at the Center of Academic Writing at the South Ural State University.
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Regarding the FL approach within the teaching of academic ESP written competence, some new literature
focusing on the field of engineering has been published. While, on the one hand, Martinez-Saéz (2019) aimed
at enhancing undergraduate students’ writing skills through a detailed analysis of the steps carried out to
redesign the practice of academic writing in the fields of Biotechnology, Food and Agricultural Engineering and,
additionally, the author designed an initial questionnaire to learn what students’ perceptions regarding the
Flipped Learning were; on the other hand, Sukerti, Rudiastari and Yogi Susana (2020) proved the effectiveness
as well as the implementation of flipped learning to enhance ESP writing skills. Research participants were
students in higher vocational education specializing in electrical engineering at the time of the experiment.
The outcomes obtained here proved that the Flipped Learning approach was a determinant in improving ESP
students’ written competence.

In coherence with this research, which is focused on analysing students’ perceptions of their ESP writing skills
and, to be more specific, in the field of Business and Administration, through Flipped Learning, relevant and
worthwhile research has been recently published such as that of Salem (2018) and Tri & Trang (2019). In this
vein, whereas, on the one hand, Salem (2018) aimed to investigate the impact of utilizing flipped classroom to
improve functional written competence within the field of Business, proving that students from the
experimental group gained positive results in comparison with the control group learners, on the other hand,
Tri & Trang (2019) offered a case-study research, so as to prove whether ESP students improved their academic
writing skills within the Business field. The findings showed that flipped learning boosted students’
performance, as well as increasing their motivation and critical thinking.

This piece of research analyses students’ perceptions of ESP written competence through the Flipped Learning
approach. This research aims to address the following research questions:

Q1 How do students view writing skills in English?

Q2 How do students perceive their own writing competence in English?

Q3 How do students regard their writing skill in English for specific purposes?

Q4 How do students view their ESP writing competence through Flipped Learning?

Methodology
Context and Participants

This experiment took place at the Faculty of Business and Administration in a Spanish state polytechnic in the
Valencian Region in Spain during the second semester of the academic year 2019-2020 and, approximately,
from the second half to the end of the second semester of the academic year 2019-2020. This small project was
developed between end-April and mid-June. Therefore, we had to carry out this experiment while instructing
online with the aid of both the virtual platform of the university and the videoconferencing tool, Microsoft
Teams, since we had to be locked down due to Covid-19 from March to June, 2020.

The participants were 28 students who were studying ESP as part of their Degree in Business and Administration.
They were in the 4™ academic year of Business and Administration at the time of conducting this research.
These students were enrolled in the subject “English Language B1” which was an optional subject throughout
the second semester of the academic year 2019-2020, that is, from end-February to mid-June. This subject was
preparation for the Business English Certificate (BEC) and, particularly, the Cambridge English Business
Preliminary, which is the equivalent to the B1 level of the Common European Framework of Reference for
Languages (CEFRL). In fact, the students’ level of the English language was expected to be B1, according to the
CEFRL. These university students were selected in a random manner from, at least, three different groups
following alphabetical order. They were aged between twenty-one and twenty-three approximately. The
researcher of this work was also the instructor.

Research Tools

Two main instruments were used to collect data from the participating students. Firstly, a seventeen-item
questionnaire was created to collect the data, according to the research questions of this study. All the variables
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were classified into three items to meet the structural requirements of the research questions. This
questionnaire consisted of a five-point Likert scale, which decreased from “5” as strongly agree to “1” as
strongly disagree. An open-ended question was given to students so that they could express their opinion
freely regarding what they liked and disliked about writing in English. The reliability of the questionnaire was
0.88 through Cronbach Alpha Formula. In the second place, the focus group interview technique covered four
questions, which were aimed at consolidating through the above-mentioned questionnaire. These questions
were flexible, allowing the participants to reflect upon and express their own answers freely. These questions
were checked by two instructors in the university (excluding the researcher of this paper) to find out whether
they were consistent with the data intended to be gathered through the questionnaire. Open-ended questions
were chosen for this research to acquire a much deeper understanding of the findings obtained through the
questionnaire with the main purpose of reaching some definite conclusions on how students perceived their
ESP writing skills through FL within the context of distance education.

Data Collection

The researcher and instructor of this ESP classroom collected the data during the tenth week of the second
semester of the academic year 2019-2020, that is, from 6% to 10" April 2020. The participating students had
been previously offered enough time to develop their ESP written competence and, at the same time, the
researcher who was their ESP teacher had the chance to establish an excellent rapport with the students. The
questionnaire was completed by the twenty-eight participating students at the beginning of the class. Students
were given between, at least, eight and ten minutes to complete the questionnaire. The focus group interviews
took place through Microsoft Teams between end-April and mid-June.There were four interview sessions, in
accordance with the research questions. Each interview session took place for at least 10-15 minutes before
finishing the online ESP lesson via Microsoft Teams.

Data Analysis

Both quantitative and qualitative methods were utilized to analyse the data. Whereas, on the one hand, the
SPSS programme was employed to obtain various kinds of descriptive statistics as well as independent sample
t-tests from the quantitative data, which were obtained through the 17-item questionnaire, on the other hand,
qualitative data analysis was employed to examine the data collected through the focus group interviews.
According to Creswell (2003), interpreting the quantitative five scale Likert questionnaire data was supported
by the qualitative data which were obtained through the focus group interview with the final purpose of
comparing students’ perceptions about ESP academic writing skills. Students’ opinions from these interviews
were included with the discussion of outcomes obtained from the questionnaire for each research question,
where convenient. This current research focused on the analysis of ESP written competence by students from
the Business and Administration faculty. The outcomes of the questionnaire were examined in the same
sequence as the four research questions were established earlier.

Results and Discussion

At the time of examining the outcomes of the first research question (How do students view written skills in
English?) (see Appendix A, table 1), we find out that the mean score was 4.4 on a 5-point scale which decreases
from 5 (strongly agree) to 1 (strongly disagree). The mean proved that Business students of English had high
perceptions about the relevance of their ESP written competence. This implied that ESP students were
conscious of the need to improve the quality of their written competence in the English language. This result
was in accordance with research by Ismail (2011) about the EFL needs of Arab undergraduate students in both
the College of Education as well as the College of Humanities. The outcomes proved that the students
understood perfectly the relevance of improving their written competence in English. In addition, the outcomes
of this current research were also similar to the study by Mazdayasna and Tahririan (2008), who explored the
general language proficiency from EFL Iranian students enrolled at the College of Nursing as well as the College
of Midwifery, showing that these university students had reached a positive attitude towards their language
proficiency.
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While the focus group interview was taking place, a considerable number of students from the College of
Business and Administration indicated that they needed to improve their writing skills since they were
preparing to work abroad at various international business sectors where the use of the English language was
relevant. The focus group interviews offered the participants from this research an interesting chance to reflect
on their language learning needs. The participating students of this research expressed that their level of EFL
writing, in general, was low, implying that their level of academic ESP writing could not initially be of high
quality. A lack of academic vocabulary in ESP was indeed the reason why these Business and Administration
students felt that they needed to improve their written competence. The same issue is described in the work by
other authors (Al-Hazmi’s, 2006; Ismail, 2011) who verified that reflection was key since it allowed students to
share their opinions and thoughts, as well as evaluate their own language learning experience.

The second research question (How do students perceive their own written competence in English?) (see Appendix
A, table 2) focused on students’ perceptions about their EFL writing skills. While looking at the data for this
research question in detail, we observe that the mean scores of the EFL students from the College of Business
and Administration, participating at this current experiment, regarding their opinions about their EFL written
competence, was from 2.28 on this 5-point scale. This meant that these students did not have positive beliefs
about their own perceptions of their writing skills when utilizing the English language. This outcome might be
interpreted regarding the students’ educational background since many of them had previously attended high
schools belonging to the state, where a national curriculum was implemented in a very specific manner. In this
vein, Ismail (2011) interpreted the outcomes of his research in relation to both the students’ educational as
well as social background, taking into consideration that a huge number of students participating in this
research were female students who had previously had a similar educational experience. In addition to this,
Kobayashi and Rinnert (2002) showed that students’ EFL written competence could be influenced by their own
experience in writing using their first language. The findings of this research showed that Japanese students
proved to be more skilful in reading than the American ones, who proved to develop their writing skills more.
This research by Kobayashi and Rinnert (2002) is in line with the findings of this current research since Spanish
students of ESP perceived that their writing skills could be influenced by their own first language written
experience since the ESP students, participating in this research, had not previously been offered the chance to
practice writing academic texts before studying at university.

Another interpretation could be related to the students’ comprehension of the question. The students could
understand that they might be required to think about their own written experience. Since nearly every student
was required to write their corresponding tasks in other areas utilizing the English language, while the focus
group interview was being held, these students from the College of Business and Administration indicated that
they successfully completed their written assignments for other areas because they were getting good marks.
However, these high grades might have given these students the impression that their written competence in
EFL was excellent. Moreover, at the focus group interviews, students stated that other teachers from other
diverse areas belonging to the College of Business and Administration did not correct their mistakes which
possibly contributed to their false impression about their writing skills. For this reason, the students
participating in this research could falsely have believed that they had already mastered their ESP written
competence. At this point, it should be highlighted that a content teacher’s aim is not to check any kind of
language mistake since they are not language instructors.

While examining the outcomes of each individual variable under this question, we noticed a few significant
differences. The score means for the students’ negative feeling (hating writing) about their EFL writing was
1.69 for Business and Administration students. The Business and Administration students seemed to be positive
about their ESP writing skills, since they believed that they were excellent writers. Their answers to the “opinion
question” (“How do you feel with class writing tasks?”, see Appendix A, table 2, variable 6) could possibly have
been based on that perspective from students. The mean scores accounting for their feeling toward class writing
tasks were 2.49 for the students from the College of Business and Administration. While the focus group
interview took place, some students expressed that they would prefer a writing task provided they were given
the chance to work in teams since this learning experience took place online because of Covid-19. This finding
was similar to Ismail (2011) and Storch (2005) about collaborative writing. When the participating students
were offered the choice to work either in groups or individually, a huge number of these students chose to work
in groups and created shorter pieces of writing of a high quality within the approach of Flipped Learning. In
this current research, all the students showed a positive attitude, in general terms, towards group work and
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collaborative writing and, more specifically, to the practice of ESP academic written skills through the Flipped
Learning approach within the context of online education caused by the Covid-19.

When students were asked if they were good writers in both English as well as in Spanish, which is their mother
tongue, these students responded that their writing proficiency in both languages was not good. Regarding this
specific variable, the mean score was 1.64. These students from the College of Business and Administration
answered that they were not efficient writers in their mother tongue. Therefore, this may have had an influence
on their ability to develop a proficient written competence in the foreign language, which is object of study at
this current research. This issue was in line with both Ismail (2011) as well as Spack (1997), in which the
outcomes revealed that first language learning might possibly shape how students experienced foreign
language learning. The participating Business and Administration students from this research may need further
training on ESP written competence so as to develop their proficiency as stated by the authors mentioned
above (Spack, 1997; Ismail, 2011). Researching their language proficiency development might be a potential
theme of a future study.

Research question 3 (How do students regard their writing skills in English for specific purposes?) (see Appendix A,
table 3) is focused on students’ perceptions about their ESP written competence. The mean score for the
students from the College of Business and Administration was 2.81. The findings of this question proved that
these students were a little positive about their ESP writing skills. This could be because of their assumptions
about their written proficiency that was regarded to be acceptable from their own perspective. These students
may feel that their practice in developing their ESP written skills was easy and, consequently, they were not
acquiring significant learning regarding the practice of their ESP written competence. The focus group
interview showed that these students from the College of Business and Administration believed that their
learning experience on developing ESP written competence was not difficult. However, this learning covered
many writing tasks. These participating students highlighted that this practice of ESP writing skills made them
learn to plan, organize, edit and, then, end their essay. These ESP students consider their views and expectations
about learning and teaching in the classroom useful, and every attempt to learn is always guided by these
factors.

The outcomes of the “course attractiveness variable” proved that the Business and Administration students did
not have a positive attitude towards this learning experience on the practice of ESP written competence. The
mean for this variable (The ESP written competence experience is enjoyable) was 3.11 for these students. Similarly,
the mean for the variable “The ESP written competence is useful” was 2.71 for the participating students. The
lack of positive attitude of these Business and Administration students could be attributed to their lack of
experience writing for specific purposes in their first language, Spanish. The reason for finding their ESP
written competence experience enjoyable could be due to the fact that they felt that this learning experience
helped students learn something new. While the focus group interview took place, a considerable number of
students from the College of Business and Administration stated that the learning experience taught them to
organize their essays as well as to express their ideas in a clear manner. This finding was in line with what
Ismail (2011) and Storch and Tapper (2009) highlighted about their University students’ perspectives about
their learning experience on the practice of ESP written skills. In both cases, the authors verified that
educational programmes on English for Academic Programmes can have a positive impact on students’
attitudes towards their writing. The students participating in this current research asserted that students’
feedback on the ESP written skills learning experience through Flipped Learning within the context of Covid-19
had been challenging. What is more, the students’ opinions offered through questionnaires at the end of the
experiment proved this.

Regarding the variable (The ESP written competence experience is less challenging than the General Written Course),
the outcomes asserted what the participating students mentioned while the interview took place; moreover, it
verified the general assumptions among ESP teachers that the participating students from the College of
Business and Administration can find their learning experience challenging. The mean of this variable was 2.61
for these Business and Administration students. Even though these students perceived their ESP writing skills
learning experience very easy, they considered their learning experience more challenging if comparing it with
the General EFL Written Competence practice. However, they considered this experience beneficial since it
helped them improve their own confidence through their writing skills. Similarly, Ismail (2011) in his research
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about ESP students’ perceptions towards academic ESP written competence found that students regarded ESP
written competence beneficial since it helped them develop confidence in their writing proficiency.

While looking at the findings of the fourth research questions (“How do students view their ESP written
competence through Flipped Learning?) (see Appendix A, table 4), which deals with students’ perceptions and
opinions about the ESP writing skills with the aid of Flipped Learning, we find out that the mean score for the
Business and Administration students was 4.7 on a 5-point scale. This mean showed that the ESP participating
students had high perceptions about the importance of their ESP written competence through the Flipped
Learning approach. This outcome was approximately in line with research by Tayan (2017), who focused not
only on ESP Business students’ perceptions but also teachers’ feedback on Mobile Assisted Language Learning
(MALL). The outcomes here proved that these ESP students understood the importance of learning Business
English through MALL. Moreover, Jaramillo (2019) examined both students and teachers in a flipped
intermediate Spanish school where the outcomes from students’ surveys showed that students’ perceptions
were lower than teachers’ but were nevertheless positive. However, it should be noted that the references
mentioned above did not focus on students’ perception of ESP writing skills through the Flipped Learning
approach. This suggests that this current research offers worthwhile and significant value to the field of study
in this current paper.

During the focus group interview, many participating students indicated that they needed to improve their
academic ESP writing skills, in general terms, through ICT because they were still not familiar with digital tools
and, particularly, with Flipped Learning as a pedagogical approach to practice their academic ESP written
competence within a complete online learning experience which emerged in March 2020 as a result of the
Covid-19 pandemic worldwide. However, as mentioned above, they expressed that they were satisfied regarding
the fourth research question.

Conclusion

This research explored ESP students’ perceptions of academic writing in English as a foreign language through
Flipped Learning within the context of distance education during the Covid-19 pandemic. The outcomes
highlighted the students’ expectations and views which they brought with them to the online writing class
through both the online platform as well as the videoconferencing tool, Microsoft TEAMS. The results
emphasized the learners’ positive attitudes toward the practice of academic ESP written competence and, in
particular, the development of ESP written competence through Flipped Learning within the context of online
education with a special emphasis on ESP students’ own views and opinions of their ESP written competence.
One of the most relevant issues was the students’ misunderstanding about their writing skills. Some students
responded that they were satisfied with their written competence when, in fact, they still needed to pay
attention to improving this skill through Flipped Learning. To conclude, this research contributes partially to
understanding students’ perceptions of ESP writing using the Flipped Learning approach in the context of
online education. Future research needs to be conducted on analysing ESP tertiary students’ perceptions of
their academic written competence through Flipped Learning in other subjects, such as Computer Engineering
and Design Engineering.
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APPENDIX
Table 1

Students’ perceptions of writing in English

Variables Mean T-test
Learning to write in English is a very relevant competence for my academic study at the university. 4.83 1.27
I need to learn to write in English because it is a rather relevant skill for my professional career. 4.98 4,53%**
I love to write in English since I write perfectly in Spanish. 3.36 73
I love writing in English. 4.76 3.22%*
I think that I might be a good writer provided I keep practicing daily. 4.20 0.50
Note: *p< 0.05 **p< 0.01 ***p< 0.001
Table 2
Students’ views of their own written competence in English
Variables Mean T-test
I would like to learn all language skills except writing 3.51 1.62
Writing is not a relevant skill for me 1.97 1.64
I hate writing in English since I do not know how to write 1.69 3.81%*
I cannot write because my English is not good 2.39 1.83
I am not a good writer in both Spanish and English 1.64 2.48%
I am not happy with class writing tasks 2.49 2.72%*
Table 3
Students’ perceptions of their own writing skills in English for Specific Purposes
Variables Mean T-test
The ESP written competence experience is enjoyable 3.11 2.30*
The ESP written competence experience is useful 2.71 .8
The ESP written competence experience is less challenging than the General Written Course 2.61 1.95%
Table 4
Students’ expectations of their own ESP writing skills through Flipped Learning
Variables Mean T-test
The ESP writing skill through FL is not interesting 4.20 0.50
The ESP writing skill through FL is OK 4.85 1.29
The ESP writing skill through FL is really useful 4.99 4,547
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This paper reports on the implementation of digital learning logs in the context of pre-service
teacher training in a distance university in Madrid. The learning log, which had been previously
implemented in the subject as a learning tool, has proven to be especially useful in Covid-19
times since the students had to work more independently and could use it to reflect upon
their learning without the conventional teaching they were used to. The paper has a two-fold
aim: first, to analyze whether the learning logs helped in promoting students’ autonomy and
self-reflection, and second, to observe whether they contribute to the development of their
linguistic competence in English as a foreign language. Participants of the study (n= 47) are
students of the Primary and Infant Education degrees, specializing in English teaching, whose
L2 level ranges between B1 and C2. At the end of half term, they were given the possibility of
completing a learning log to record their learning process, review concepts and be aware of
potential learning gaps and needs, and act accordingly. For this purpose, and to encourage
participation, L1 or L2 could be chosen as vehicular languages. Participants were asked to
complete an online questionnaire on their experience using the logs, answering questions
regarding the suitability of this tool to enhance their language skills and promote effective
strategies to become independent learners. The data drawn from the questionnaires submitted
(n=29) were later analyzed through SPSS. In addition, individual semi-structured interviews
were carried out to collect information on those participants who had not completed the
learning log (n=11). The findings of the study show that the vast majority of participants agree
on the potential of learning logs as a useful tool to keep track of their learning process and to
develop metacognitive awareness and linguistic skills.

Keywords: digital learning log, metacognition, online learning, higher education, language
skills, EFL teacher training

Introduction

The role of digital learning tools which are used to facilitate the achievement of learning objectives and
outcomes has been recently analyzed in the area of foreign languages for virtual and online teaching modes
(Cok, 2016; Golshan & Tafazoli, 2014; Pinto-Llorente et al., 2017, among others). Within the plethora of
available instruments, learning logs have proven to be valuable instruments in face-to-face learning
environments due to their versatility and potential, allowing teachers to have a better understanding of the
students’ learning throughout a period (Kamijo, 2013; Porto, 2007). In this respect, the interest in promoting
activities to make students more independent and autonomous has led teachers to a quest for instruments that
can facilitate out-of-class activities which complement in-class learning. Out-of-class activities are relevant in
foreign language learning or subjects taught through an additional language since there seems to exist a
correlation between the quality of out-of-class activities in the target language and the learning (Lai, Zhu &
Gong, 2015, Ohron, 2018, and Sundqvist, 2011, among others). However, scarce attention has been paid to the
role of metacognition parallel to language learning through digital learning logs. This kind of activity is
especially relevant in the context of distance learning since these students are required to be more autonomous
and independent to compensate for the lack of face-to-face interaction with the teacher and peers (Attard, Di
Lorio, Geven & Santa, 2010; Moallem, 2015; Smith & Darvas, 2017; Swan, Garrison & Richardson, 2009; Traxler,
Bércena & Garcia-Laborda, 2015).
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This study explores pre-service teaching students’ impressions on how the use of the learning logs favors
metacognition and develops language skills.An online questionnaire with both Likert-scaled and open-ended
questions was administered to 36 participants enrolled in the subject Advanced Didactics of English as a Foreign
Language at the School of Education of a distance university in Spain who had completed this optional activity.
The subject belongs to the foreign language specialization track, and students usually take the course in the
third year of their undergraduate program. Students were able to monitor their learning and record any
significant learning experience in their online learning logs. Upon completion of the logs, a questionnaire
combining both Likert-scaled and open-ended questions was administered, and the answers were analyzed
through descriptive statistics, through SPSS to observe the students’ satisfaction with this tool.

For the study, two research questions were posed:

1. Do the students perceive they can enhance the metacognitive processes of autonomy, reflection, and
ways to study with the use of learning logs?
2. Do the students perceive they can improve their L2 language skills with the use of learning logs?

Methodology
Theoretical Background

Students’ perceptions of any learning experience provide valuable insights for teachers and students alike. For
students, reflection upon their learning involves an analysis of learning outcomes which can set the basis for
future learning processes. For teachers, those perceptions can be useful for future classes to be better equipped
when preparing syllabus and learning activities. In the case of pre-service teachers, a cyclical review of the
learning processes regarding metacognitive knowledge and metacognitive control processes is essential to be
able to transfer these skills into their future professional life (Kurt, 2007), as it will help them to prepare
students for the “ability to learn”, the most important competence according to the Education Council (2001).

Learning tools can facilitate reflection on the learning process. A learning log, a reflective journal to monitor
and reflect upon learning, is considered by Braun & Thomas “an effective tool to help students develop
cognitive awareness of their learning» (2013, p.1457). It is characterized by its wide variability, and it can
present a variety of formats and structures (Friesner & Hart, 2005). Learning logs can also vary in length,
depending on the number and frequency of entries (Litzler & Bakieva, 2017a). In addition, the activities they
can gather are diverse (Litzler & Bakieva, 2017b) and their purposes are also multifaceted. For instance, they
can be used for self-assessment (Chang & Gaery, 2005), to record learning experience (Friesner & Hart, 2005),
and as a reflection tool, which is their main use (Dewi, Warsono, & Faridi, 2018), as reflection «opens up the
opportunity for deeper learning and understanding, allowing the learner to draw conclusions» (Friesner & Hart,
2005, p. 118).

Learning logs have proven to be successful instruments, especially in higher education (Stephens &
Winterbottom, 2010), since abstract thinking is a competence fully developed by this stage. More specifically,
within the area of foreign language learning, research shows positive results on the use of helping students
improve their learning autonomy (Chang & Geary, 2015) and motivation (Litzer, 2014).

Apart from the above-mentioned benefits, there is evidence of the metacognitive awareness parallel to the
cognitive development involved in the process of recording the learning experience (Braun & Thomas, 2013).
Metacognition, or the act of reflecting on how to learn, refers to the student’s ability to regulate their learning
processes. However, for this regulation to be effective, it is important to plan, monitor, and evaluate these
learning processes that are carried out when the learning logs are used (Kurt, 2007).

Online learning logs seem appropriate for students following distance education, who are used to working with
digital tools in all subjects. The use of learning logs allows the asynchronous interaction with the teacher,
giving students “time to consider their thoughts, and engage with the content more deeply,” (Watts, 2016, p.
27). For the teacher, digital learning logs facilitate the analysis of students’ information especially regarding
fastness and convenience (Friesner & Hart, 2005), since the digital format allows for immediacy in teacher-
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student interaction, and Moodle is a user-friendly educational platform. Besides, in the case of pre-service
teachers, these tools prepare them for the digital educational environments they will inevitably face in the
future (Engeness, 2020; McGarr & McDonagh, 2019; Redecker, 2017).

Context

The study was conducted within the context of a distance university in Spain. All the subjects are hosted in
Moodle, a user-friendly online learning management system, which includes various formats such as lecture
videos, presentations, documents, pictures, and assessments of assignments and quizzes. Teaching
methodologies at this university are based on phone tutorials, video conferencing, communication in the
virtual classroom, and lesson plans adapted to distance learning, audio-visual materials, databases, glossaries,
Google docs, and cloud-based collaborative tools.

The dominant pedagogy underpinning teaching and learning processes at the School of Education is the
promotion of critical thinking and formative assessment practice, as these two actions are commonly requested
by students through the end-of-term satisfaction surveys. Assessment is, therefore, conceived in a formative
way so that students are encouraged to take responsibility for their learning process at the same time that they
use the English language in future educational contexts.

The Covid-19 crisis has brought to light more than ever the need of shifting towards student-centered models
where teachers and students communicate and interact through the multiple tools offered by current
technological platforms (Pérez-Lépez, Vazquez-Atochero & Cambero-Rivero, 2020; UNESCO, 2020). Although
online learning is firmly established in this university, specific actions were adopted to accelerate and improve
learning (World Bank, 2020)!, and to offer flexibility and enhance student autonomy (Vlachopoulos & Makri,
2019). Among the measures implemented, we can highlight the following: more flexible deadlines, a closer
follow-up of students’ progress, support for online tests using the virtual platform, and extra tutorial sessions.
In addition, an increase of asynchronous activities such as learning logs was adopted to cater to the exceptional
circumstances derived from the Covid-19 outbreak.

Participants

47 students enrolled in Advanced Didactics of English as a Foreign Language, an elective 30-ECTS-credit subject
in the Degree of Education, were invited to complete the above-mentioned questionnaire on learning logs. Out
of the 47 participants, 36 handed in the learning logs, and 29 from this group filled in the questionnaire. Semi-
structured interviews were held with those who had not handed in the learning logs to collect information on
the subject matter.

Regarding the demographics, 82.8% of students are over 25 years old, and there is a high prevalence of women
(86.2%). Most of them already hold a degree and combine studies with work-life, an aspect which makes it
difficult to attend online synchronous lessons. Students, whose L2 level ranges between B1 and C1, had
previously pursued basic didactics of foreign language teaching so they were supposed to have an awareness of
the underlying theoretical principles of teaching EFL.

Instruments

A total of two tools were deployed to gather the data consisting of a questionnaire and semi-structured
interviews. The questionnaire administered to students (Appendix) was adapted from Litzler & Bakieva’s
(2017a). It involved six closed questions in the form of a Likert-scale, and four open-ended questions since both
kinds allow analyzing data from a qualitative and quantitative perspective (Dornyei & Taguchi, 2009). The first
closed question, on general satisfaction about the learning log, ranged from one to ten to explore responses in
greater depth. Questions two to six, referring to specific features of the log, ranged from one to seven.

The questions referred to the learning log which weighed 10% of the student’s final grade followed Jarvis’
model of reflection (2001), which categorizes four levels of reflective learning conveying a progression towards

! The World Bank. (2020). Lessons for Education during the Covid-19 Crisis. https://inyurl.com/hlgx925n
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critical or higher-order thinking: descriptive (non-reflective), descriptive reflection, dialogic reflection, and
critical reflection.

The first section in the activity (“Things I learned”) can be subsumed into the category of descriptive reflection,
where the student is invited to comment on the main topics in each unit. The second section (“Something I
found interesting”) went a bit further in metacognition and thus, it can be considered critical reflection, as it
offered students the opportunity to examine the topics in-depth, develop opinions and make value decisions.
Lastly, in the last section (“Some questions you still have”) students were also introduced to critical thinking as
they assessed their knowledge by posing questions to the teacher. Instructions for the learning log were as
follows:

Your learning log

This activity deals with the process of reflecting on your work. You need to

write a separate entry and reflection for each unit using the template below reflecting on the following:
- Things I learned
- Something I found interesting
- Some questions you still have

Bear in mind that the entries can be written in Spanish or English.

Remember the deadline!

After the students had completed the online learning logs, the questionnaire was written in Spanish, and
administered through an online Google form. Likewise, to elicit feedback on the typical reasons for not handing
in the logs, individual semi-structured interviews were conducted over the phone. Finally, data from the Likert-
scale questions were entered into SPSS for statistical analysis, and for the open-ended questions, responses
were analyzed to gather additional information on students’ views.

In addition, semi-structured interviews were conducted in Spanish to collect insights from participants who
have not used the log as a learning tool through the term. It is believed that this type of interview allows
informants to express their views in their terms, and can provide reliable qualitative data.

Procedure

Over the course, students were invited to complete the digital learning logs choosing between English and
Spanish, since the main purpose of this activity was to promote reflection over the use of language (Hattie &
Timperley, 2007). Feedback on language use (grammar accuracy, vocabulary use, and word order, among other
aspects) was provided to those students who chose English, the vehicular language for the final exam. However,
to favor metacognitive processes and to allow students to express themselves freely, no penalization was made
on mistakes if they did not impede comprehension (Bigelow & Ranney, 2005).

Apart from the individual comments accompanying the grade, feedback was also provided by the teacher
through videos where questions regarding the content of the subject along with linguistic issues were addressed.
The answers to these questions posed by students were then grouped by the teacher around common topics.
Besides, the teacher also recommended additional resources and readings on topics of general interest. These
videos were publicly available in the virtual classroom so that all students could benefit from their peers’
contributions and, thus, learn from each other.

Results

Overall, the descriptive data from the closed questions indicate that the participants in this study are satisfied
with the use of learning logs in the subject. To QO related to the general impression of the logs: Upon completion
of the learning log, indicate your level of satisfaction from 1 (very unsatisfied) to 10 (very satisfied), 65. 5% of the
students give it a score of 9 or 10, the rest of participants 34.4%, between 7 and 8. These results offer the
highest mean score (mean= 8.76, Std.= .912), therefore showing the learning log as a valuable learning tool
according to the students’ opinion. This general satisfaction can also be noticed in the students’ comments to
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open-ended questions where they indicate this is an interesting tool suitable for primary education contexts,
considering its potential use in their future teaching profession:

It’s a very useful tool. Many times, we teachers act in the classroom without noticing what we do, in a
mechanical way. We need to reflect critically about our teaching style; sometimes, we apply rules
from manuals we have read but we never take notes- this leads us to forget important information
either because we are in a constant rush or because we are not used to doing that. Keeping a diary or
journal is good as it can help us as a guide we can rely on according to our needs in the class (St02).

I’d love to use this in my future teaching practice, as I have checked it can help you reflect on what
you have learned (St07).

Finally, those students who had not completed the learning logs explained it is a useful tool they would all have
completed (n= 11) had it not been for the lack of time derived from the difficulties to carry out studies, work, or
family issues throughout and after lockdown. As one of the students pointed out, one of the reasons was the
difficulty of carrying out the observed teaching practice which is mandatory in the Education degrees and
other academic tasks because of the past and current situation:

As for me, I couldn’t do this activity. I was called up to start my observed teaching practice. I couldn’t
do it last academic year; everything became so complicated and I am still trying to balance this
practice, studying the subjects, kids, and everything. To this day, I am still ‘huffing and puffing’ with
the syllabus. I am trying to catch up and I will certainly complete the next one, in which I intend to
include this reflection too, if possible. [...]This is an interesting activity and it can help us to be more
open-minded, and reflect on our educational work (St01).

Research Question 1: Do the Students Perceive They Can Enhance the Metacognitive Processes of
Autonomy, Reflection, and Ways to Study with the Use of Learning Logs?

The descriptive data regarding autonomy (Q1), ways to study (Q3), and reflection (Q4), indicate a mean higher
than 5.00 (out of 7.00 in a 1 to 7 Likert scale) showing, therefore, the participants’ positive views on these
features. To the statement Q1 The learning log has helped me to increase my autonomy when studying the subject,
over three quarters (75.8%) rank this item between six and seven; With a mean of 5.76 and an Std. of 1.272,
these questions offer a similar mean to Q3: The learning log has helped me to explore and find other ways to study,
(mean= 5.38). The answers in the latter case are split with slightly over a half (51.7%) rank it between 6 and 7
(Std. =1.545). It is interesting to observe, nevertheless, how in Q4, The learning log has assisted me to study the
subject in-depth and clarify doubts, also related to metacognition, a vast majority of participants (86.2%) rank
this question between 6 and 7 (mean= 6.28 and Std. =.882).

Research Question 2: Do the Students Perceive They Can Improve Their L2 Language Skills with the Use
of Learning Logs?

English was the preferred language for nearly two-thirds of the students (62.1%). Since they pursue a major in
English, most of them want to use the language as much as they can: English is essential for my future profession
as a teacher, so I decided to write the learning log in English to practice (St16). Those who opted for writing the log
in Spanish (37.9%), report not feeling comfortable with using English and they seem to be afraid of making
mistakes or not being clear enough. As one of the participants points out: I don’t have the required level, I'm
afraid. Spanish is my mother tongue and thus, it is more natural to me to write in this language. I am proficient in
Spanish so I can express myself better. Also, as I don’t have much time to complete the tasks, I can finish them
quicker (St03).

For Q2, The learning log has helped me to improve my English level, roughly two thirds (65.5%) of students who
wrote the logs in English state that they managed to practice and improve their L2 level with the help of the
teachers’ corrections and comments (answers ranked between six and seven in the 1 to 7 Likert scale). Only
6,85% of students consider they did not improve significantly, maybe because their level was good enough
(mean = 5.76, Std. =1.576).
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The successful acceptance of this tool might be due to the explanatory videos recorded by the teacher providing
answers to all the students’ questions regardless of the language they used for that purpose. The wide majority
of respondents (96.5%) recognize the value of videos as educational resources in asynchronous online contexts
during the pandemic. The mean of 6.62 out of 7 and the lowest Std. in the questionnaire (Std. = .561)
demonstrate the students’ evident support to the videos as a useful resource complementing the learning log.

Table 1

Questionnaire Descriptive Statistics

N Minimum Maximum Mean Std. Deviation
Satisfaction 29 7,00 10,00 8,76 ,912
Autonomy 29 1,00 7,00 5,76 1,272
English Language 29 1,00 7,00 5,76 1,573
Ways to study 29 1,00 7,00 5,38 1,545
Reflection 29 4,00 7,00 6,28 ,882
Videos 29 5,00 7,00 6,62 ,561
Valid N (listwise) 29
Discussion

The case study presented here has described and evaluated the use of learning logs as a reflective practice in an
undergraduate course at an online university during the pandemic. The study shows the students value the
learning logs to improve the planning, organization, and evaluation of their work, making use not only of
metacognitive but also cognitive strategies (Oxford, 2016). These skills become even more relevant during
difficult times such as a pandemic, where the students need to draw on more self-regulation and motivation.
Also, the critical reflection promoted by the learning logs can compensate for the absence of face-to-face class
interaction and implement a student-centered approach. In this respect, and as previous studies have
demonstrated (Chang & Lin, 2014; Cheng, 2017), in online learning, students using the learning logs benefit
from a more relaxed atmosphere, have time to think on their own, and they are not constrained from the
presence of the teacher and peers when posing questions.

Likewise, in this context, students can take advantage of wait-time, an essential feature in EFL, which gives way
to more student contributions (Alsaadi & Atar, 2019).0Overall, participants seem to be satisfied after using the
logs, which contributed to their learning through reflective practice. As can be seen from their entries and the
numerous questions posed to the teacher, topics were examined in-depth, and students had the opportunity to
develop their opinions regardless of the language they used. Likewise, the logs helped them share their
knowledge and opinions on interesting subjects, such as contexts for learning English, teachers’ beliefs, and
ways of developing positive attitudes towards English. For instance, concerning the topic of classroom
management, some participants are eager to know the best ways to motivate students in heterogeneous groups
with different English levels and ambitions, and how to create a warm atmosphere with disruptive children.
Regarding the use of English, to quote a further example, some teachers are concerned that their level of
English might be insufficient to teach upper levels: Can my worries with English affect my teaching? I have a
positive attitude to English, however, sometimes I can be less confident about my own English because not all the
topics are equally difficult, but I always try to do my best. Although I can have doubts, I look for a solution or I ask for
help. My deeper concern is: Will my level affect my pupils? Will I be teaching them correctly? (St14).

As for language achievement, some students still find reflective writing challenging in English, maybe because
their English level in this specialization track is ranked between B1 and C1. Although they are supposed to
improve their language skills throughout the course and degree, and as English is the language they will use in
their professional lives, it is important to notice that some of them are still reluctant to use it, as they do not
feel confident when writing or talking, probably due to their age. This is corroborated by the fact that only two
students out of the whole group agreed to share their written work with their peers in the virtual class and
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following Li, Ogata, Hou, Uosaqui & Mouri (2013), whose study reflects the participants’ difficulties when
learning from their peers’ logs. The authors, however, consider that “a learner’s learning log cannot merely be
available for himself, but can also be shared with other learners who have the same learning needs” (p. 363).

Despite participants’ reluctance to share their work, the videos recorded by the teacher and uploaded to the
virtual platform allowed the implementation of oracy and discussion in the online learning environment, which
often lacks wider means of synchronous interaction among students. In fact, by sharing questions about the
main topics on English didactics, the group helped to create an ‘open classroom climate’, and build a virtual
learning community based on self-reflection and communication among peers, thus empowering the students
as the protagonists of their learning process. This commitment towards their learning is also depicted in the
students’ comments about the future use of this tool, in line with Stephens and Winterbottom’s findings (2010),
since participants indicate they can transfer skills to their future teaching profession and state that they have
gained confidence in their abilities.

About their future career, they advocate for the following suggestions to be implemented shortly: Learning logs
can be designed around practical case studies.It would be nice to relate the logs with the most common situations we
can find as teachers of English: describe teaching-learning situations in relation to the syllabus to provide an answer
for the existing problems (St15). As for the language choice in writing the logs, some of those who chose English
believe they made a big effort which should be somehow compensated as can be seen from some of their
comments: To encourage all students to write in English. To give a higher score to those who write in English (St08).

Finally, they also propose to share the main conclusions from each participant so that all learners can learn
from each other. Furthermore, the fact that they can freely complete the learning logs and also receive feedback
through the videos supports the double function of technology as a resource chosen by the teacher to compile
information on the learning and as a dialogic interface with the class, in line with Garcia-Esteban & Garcia-
Laborda (2016).

Conclusion

According to the results of the study, and as was pointed out in the discussion, students appeared to be highly
motivated to use learning logs in this subject, as they seem to promote self-learning and critical thinking, and
prepare them for future life regarding both language and academic skills. It is important to notice that the
critical reflection promoted by the learning logs can compensate for the absence of face-to-face class
interaction and implement a student-centered approach, which, in turn, allows students to work at their own
pace while maintaining interaction with their peers.

Considering the students’ comments, what follows is a series of recommendations for practitioners on the use
of learning logs in online contexts: First, in the future, high proficient students should be encouraged to
complete their logs in English. This would assist them in the writing of academic English, a condition which
they will inevitably have to follow in the final written exam. As for those with low English levels, students can
be offered the option to write the logs using their mother tongue rather than losing critical reflection at the
cost of language proficiency.

Second, to conduct the assessment in a formative way, a rubric to measure students’ achievement in this task to
avoid subjectivity in the assessment process deems necessary. This rubric would help students to be informed
and familiarized with the assessment criteria, and the teacher to correct the activity following a criterion-
based assessment rather than a norm-based one.

Furthermore, although students taking part in this study took advantage of the teacher’s videos, learning logs,
as some of the students suggest, could be publicly shared in the virtual class ensuring confidentiality so that all
students can see their peers’ work and learn from each other. Sharing students’ work can contribute to higher
quality work as they can check their assignments before they are published, see what other students do, find
their flaws, critically evaluate other students, and finally, create an online learning community where
participants integrate feedback effectively and improve future work.
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Finally, research on the topic of digital learning resources (still scarce) should be conducted to analyze the
impact on pre-service teachers’ FL learning and reflection on content matter. After the implementation of the
learning logs, the positive impact on the students’ learning has exceeded all expectations, making researchers
wonder about their implementation in face-to-face contexts to compare learning outcomes and results. In this
respect, a larger sample would be needed to obtain a more accurate picture of the students’ perceptions. We
should, therefore, explore the possibilities offered by the digital learning logs, exploiting their potential for
reflecting on the learning processes in subjects taught through an additional language.
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APPENDIX

LEARNING LOG QUESTIONNAIRE
Learning logs in Advanced Didactic of English as a Foreign Language.
The following questionnaire aims to gather information about the learning logs you have completed in your

learning activity 1 (LA1). This information will help your teacher to improve the activity in the future. Responses
are confidential and will be treated anonymously. Thank you very much for your collaboration!Dr. Ana Otto

*Compulsory
DEMOGRAPHICS
1. What is your gender? * [OFemale [OMale [(OPrefer not to answer COther:
2. What is your age? * 019-21 022-24 COver 25
THE LEARNING LOG

3. Iwrote the learning log in *[CJEnglish(JSpanish
4. Why did you choose that language?*

5. On a scale from one to then, how satisfied are you after having completed the learning log?
(1: wholly satisfied/10: highly satisfied) *

1 2 3 4 5 6 7 8 9 10

PLEASE INDICATE TO WHAT EXTENT YOU AGREE WITH THE STATEMENTS BELOW
6 The learning log has helped me to learn autonomously *

1 2 3 4 5 6 7 8 9 10
7 The learning log has helped me to improve my English level *
1 2 3 4 5 6 7 8 9 10
8 The learning log has helped to find alternative ways to study *
1 2 3 4 5 6 7 8 9 10
9 The learning log has helped me to reflect about the topics and better understand the subject *
1 2 3 4 5 6 7 8 9 10
10 The videos in which the teacher answers the questions posed in the learning log have helped me to study
and clarify doubts *
1 2 3 4 5 6 7 8 9 10

ANSWER THE FOLLOWING QUESTIONS BY JUSTIFYING YOUR ANSWER

11 Do you think you will use the learning log as a teaching/learning tool in your future teaching profession?
Why (not)? *

12 Would you suggest anything to improve the learning log so that it promotes and enhances student
autonomy? *

13 If you wish to comment on the learning log or the videos associated with this activity, please use the
space below: *

Thank you for your collaboration.
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This article reflects on the experiences of language teachers from Brazil, Spain, France, Cyprus,
Costa Rica and Taiwan during the pivot to emergency remote/online instruction during the 2020
pandemic. The research question motivating the study was what language teachers’ perceptions
regarding online teaching during the pandemic were. Data were analyzed qualitatively,
contrasting data from a questionnaire shared in an asynchronous online form with data from
focus group interviews carried out via videoconferencing. The analysis of the questionnaire data
showed that the vast majority of respondents used different digital technologies to teach online,
both synchronously and asynchronously, but felt unprepared to work in this modality, mostly
because of lack of institutional support and training. The analysis of the focus group interviews
suggested that most teachers expressed concerns as to the limitations of online teaching for
interaction and exams. In addition, some teachers displayed negative attitudes towards online
teaching due to the lack of preparation and institutional support. This was aggravated by
political implications of migrating to online education that could result in precariousness of
the teacher profession. The positive aspects highlighted were the possibility of developing more
self-directed and autonomous learning, as well as experimenting with different technologies
and approaches. Overall, the analysis of the data suggests that, after the pandemic and with due
preparation and support, some of the digital technologies and approaches experimented with
will be incorporated into pedagogical practices in blended approaches, which represent a real
trend and possibility for language teaching in the post-pandemic context.

Keywords: Online Language Teaching and Learning, Covid-19, pandemic, teachers’ perceptions

Introduction

The Covid-19 pandemic changed many of our social practices, imposing physical/ social distancing measures
that impeded face-to-face interactions, thus forcing many activities to migrate to online environments
(Henrique, 2020). This was done in order to enhance social connectedness so as to counter the feelings of
loneliness, isolation, anxiety and even depression caused by the absence of social interactions during lockdown
(Moore and March, 2020). Professional practices have also been affected by the pandemic and teachers were no
exception: they were forced to migrate to online teaching, in some cases, overnight and without any specific
training or preparation. The exceptional situation we have experienced since then has forced many language
teachers to implement activities either in emergency remote/online teaching or in the distance learning format.

Emergency remote/online teaching is a temporary solution for the continuation of pedagogical activities
(online) and it should not be confused with distance learning. The latter is an umbrella term (Moore and March,
2020; Keegan, 1996) used to refer to an educational modality with its own pedagogical design to cover contents,
tasks and student evaluation with specific teacher training and support from tutors as well as specific
technological resources. Initially, the term “distance learning” highlighted the constraints associated with
“distance”, such as time and place (Guilar and Loring, 2008; Newby et al., 2000). However, its meaning evolved
to describe other forms of learning, such as online learning, e-Learning, technology-mediated learning, online
collaborative learning, virtual learning, and web-based learning, among others (Conrad, 2006).
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In a recent article, Castells (2020)! suggests that the current pandemic has highlighted what was already
happening, that is, we were already living in the digital society in many ways. The social distancing measures
imposed by the pandemic have made us become physically distant though virtually closer, showing that the
Internet can serve to either connect or isolate/alienate individuals in this new reality or ‘virtuality’.

Castells (2020) also warns us that there will be no setback in this new digital society, since the new normal will
not be what we knew before, but a new reality that is also virtual. Based on data from 2019, this author reports
that 91.4% of households in Spain have access to the Internet through a computer, and in the case of families
with at least one young person, these figures increase to 93.3%. Regarding access to smartphones in the same
report, 97% of people in Spain have cell phones, 87% of which are smartphones, meaning they have a computer
with Internet access in their pocket or the palm of their hand.

In the case of Brazil, where most of the respondents from this study come from, the Brazilian Institute of
Geography and Statistics (IBGE) reports that in 2019 the Internet was used in 82,7% of households, showing a
3.6 increase in relation to 2018. Yet, it is important to note that most of these households with Internet access
are located in urban centers. Nevertheless, the most recent data available from IBGE? shows that the growth in
Internet connection was more significant in rural areas, raising from 49.2% in 2018 to 55.6% in 2019. This
increase corresponds to 6.4%, whereas in urban households it rose from 83.8% in 2018 to 86.7% in 2019.

More recently, in a survey carried out during the pandemic at the Federal University of Espitrito Santo in Brazil,
it was found that only about three quarters of the students had adequate conditions to participate in remote/
online classes. In this sense, and even though Castells (2020) refers mainly to the Spanish context in his article,
making some references to Latin America, it is important to bear in mind the social inequalities that increase
the digital divide, thus affecting online teaching/learning. In Brazil, the social / digital divide became more
evident during the pandemic, when people from lower socio-economic classes struggled to cash in government
financial support to mitigate the effects of the pandemic, since those funds could only be requested through
the national bank app via smartphones.

Still, according to data from 2019 reported by Castells (2020), people spend an average of 5.5 hours per day
online. In other words, online communication/interaction was part of our lives before the pandemic, making
the transition to online activities during lockdown less dramatic. However, this does not mean that the
transition to online activities is less complex or challenging, especially if we consider the different contexts
where this transition to remote/online teaching and learning took place.

Regarding teacher preparation to deal with the mediation of technology in this new reality, several studies
have already shown (see, for example, Mendes & Finardi, 2018; Fadini, 2016; and Macedo, 2017 for Brazil; and
Kessler & Hubbard, 2017 and Masterson, 2020 in general) the lack of specific teacher training for the integration
of digital technologies into pedagogical practices. The social distancing measures imposed by the pandemic
have challenged and decentralized the teaching/learning processes, breaking the walls, curricula, and routines
of educational institutions and parties involved.

The “global” pandemic is also very “local” in the sense that, depending on the context in which each person
experiences it, its impact may be perceived in a completely different way (see, for example, Moorhouse, 2020 in
Hong Kong, Assuncao Flores & Gago, 2020 for Portugal, and Hoenig & Wenz, 2020 for Germany). French
philosopher Morin (2000) reminds us of the importance of connecting parts to the whole and vice-versa in
education. His reflection, coupled with our interest in delving into how language teachers dealt with local and
global challenges to overcome the effects of the disruption of classes caused by the pandemic using technologies
in remote/online approaches to build / develop a (new) teaching-learning mode, is what motivates this study.

Having outlined this panorama, the present study aims to contribute to this reflection by offering a glimpse of
how language teachers in different contexts around the world are facing the challenges imposed by the

L Castells, M. (2020). O digital é o novo normal [Digital is the new normal]. https://www.fronteiras.com/artigos/o-digital-e-o-novo-nor-
mal?fbclid=IwAR1iTxx5DuuO-wpo4CFM3a6leCsfgk5GLOZ6CpGxbL6gjZSaicpLLVIOHNng

? Pesquisa mostra que 82,7% dos domicilios brasileiros tém acesso a internet [Research shows that 82.7% Brazilian homes have internet
access].https://www.gov.br/mcom/pt-br/noticias/2021/abril/pesquisa-mostra-que-82-7-dos-domicilios-brasileiros-tem-acesso-a-inter-
net#:~:text=Em%202019%2C%20entre%20as%20183,estudantes%20(75%2C8%25)
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pandemic, thus helping us to prepare for a new reality. With that aim, the methodology used for analyzing the
perceptions of language teachers in Brazil, Spain, France, Cyprus, Costa Rica and Taiwan is described, as well as
the corresponding findings.

Methodology
Participants

A total of 76 (N=76) participants took part in the study. Out of those, the 64 (n=64) participants from the
Brazilian group were language teachers in Brazil. Meanwhile, the 12 (n=12) participants from the international
group were language teachers in Spain, France, Cyprus, Costa Rica and Taiwan. All of them were aged between
30 and 55 and had various levels of teaching experience.

8 participants (N=8) out of the 76 questionnaire respondents were subsequently randomly selected and invited
to take part in the focus groups discussions. Out of those, 4 were Brazilian and 4 were from the following
countries: France, Cyprus and Spain. In the Brazilian focus group, participant A is an English teacher who runs
her own business; participant B is an English teacher with an open language learning course focusing on
Business English and English for Specific Purposes; and participants C and D are both private English teachers.
In the international group, participants A and C are English for Specific Purposes lecturers in public higher
education institutions in France and Cyprus respectively; participant B is an English language lecturer in a
public higher education institution in Spain and participant D is a teacher-training lecturer in a public higher
institution in Spain who has experience as a teacher of Spanish as a Foreign Language.

Research Design

The research question motivating the study is: what are language teachers’ perceptions regarding remote/
online teaching during the pandemic? The approach employed to analyze the data was qualitative, contrasting
data from the questionnaire shared in an asynchronous online form with data from the focus group interviews,
which were carried out synchronously. The context of the study is foreign language teaching (mostly English
except for one Spanish participant who was a teacher-training lecturer with experience in teaching Spanish as
a Foreign Language) in Brazil, Spain, France, Cyprus, Costa Rica and Taiwan.

Procedure

In the first phase, the online questionnaire (APPENDIX A) with 12 questions was shared on social networks and
via email with the purpose of analyzing the use of digital technologies for teaching during the pandemic. It was
answered between September and October 2020 by 64 Brazilian language teachers (APPENDIX B), and by 12
language teachers in Spain, France, Cyprus, Costa Rica and Taiwan. The responses to the questionnaire were
discussed in Portuguese with a group of four Brazilian teachers who also participated in a focus group interview,
as well as with 4 teachers in Spain, France and Cyprus in another focus group interview carried out in English.
The focus group interviews were carried out online in Zoom and Blackboard Collaborate in November 2020.
Once the analysis of the questionnaire responses was completed, the next phase took place: 8 of the
questionnaire respondents were randomly selected and invited to participate in semi-structured interviews in
the form of focus group discussions via Zoom in Portuguese (in the case of the Brazilian participants) and
Blackboard Collaborate in English (in the case of the participants from Spain, France and Cyprus) so as to allow
for more in-depth discussions of the issues raised in the questionnaire.

Analysis

The results of the questionnaires and focus groups conducted with the Brazilian and international participants
were contrasted and analyzed qualitatively by the two researchers, discussing similarities, differences and also
trends in the data. In the initial stages of the data analysis process, inter-rater reliability was achieved by means
of a discussion of the analysis framework and the subsequent coding of 25% of the data. This was followed by a
cycle of comparing results and ensuring there were not any inconsistencies. Furthermore, Cohen’s kappa
coefficient (k) was used to measure inter-rater reliability (as well as intra-rater reliability) regarding the
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analysis of the data from both the Brazilian and the international groups. Given that there was very strong
agreement between the two raters, k = 1.000, p < .0005, the categories were agreed upon and one of the
researchers coded both data sets.

Results
Brazilian Teachers

Regarding the geographical distribution of the 64 Brazilian respondents, they came from nine Brazilian states.
Most of them (65.6%) were from Espirito Santo (ES). In addition, 17.2% were from Rio de Janeiro (R]), 1.6%
from Sao Paulo (SP), 6.3% from Bahia (BA), 1.6% from Alagoas (AL), 1.6% from Amazonas (AM), 3.1% from
Goias (GO), 1.6% from Rio Grande do Sul (RS) and 1.6% from the Federal District (DF). Furthermore, almost
half of them worked in open language learning courses (39.1%), 32.8% of which were private and 29.7% of
which were public. It is important to highlight that the states of ES, R], SP are located in the Southeast region
of Brazil, which is the most populated, urban and rich region in the country.

More than half of the Brazilian respondents (53.1%) had worked in their current educational institution for
over 5 years, 18.8% had worked there between 5 and 10 years, 14.1% between 11 and 15 years, 4.7% between 16
and 20 years, and 9.4% had worked there for over 20 years. Therefore, we can say most of the Brazilian teachers
had some sort of institutional stability or job seniority before the pandemic disrupted their teaching.

In regard to their experience with remote/online teaching, almost half of the Brazilian respondents (43.8%)
were teaching only online, while 34.4% were teaching partially online and 21.8% were not teaching online at
all.

Regarding their experience with online teaching, a considerable number of Brazilian respondents (23.4%) said
they had taught online or had been implementing online activities even before the pandemic. Almost half of
them (43.8%) claimed to have been teaching online or implementing online activities for over a month, while
25% stated they had been teaching online for less than a month at the time of data collection.

More than half of the Brazilian respondents (56.3%) had never taught online before the disruption caused by
the pandemic, while 29.7% had taught online before. Meanwhile, 12.5% had used blended/hybrid approaches,
doing most of the teaching in a face-to-face/in-person format, combined with some online activities.

In terms of their feeling of preparation to teach online, 37.5% of the Brazilian respondents said they did not
really feel prepared for the experience of remote/online education, while 29.7% felt prepared and 20.3% felt
unprepared to teach in this modality. The rest of Brazilian respondents declared being in the adaptation phase,
receiving guidance, investing in equipment and / or training, or learning from their own practice. Furthermore,
34.4% were teaching online asynchronously, 25% were teaching synchronously and 32.8% were doing both.

Most respondents (76.6%) considered that their workload had increased, as they needed to prepare online
contents, though 21.9% thought it was possible to organize the materials better since, according to 31.3% of
the respondents, it had become necessary to provide an introduction for each unit, as well as explain in more
detail how to use online materials and resources. In addition, 53.1% mentioned the need to provide even more
specific instructions during online teaching, and 34.4% highlighted the need to provide students with an
activity template. Finally, less than 2% of the respondents were working online with the same textbook they
had been using in their face-to-face/in-person classes.

The most widely used platform was Zoom (54.7%), followed by Google Classroom (37.5%), Google Meet (23.4 %)
and Moodle (15.6%), though other applications or social networks, such as Skype, YouTube, WhatsApp,
institutional e-mail or even a website created by the educational institution were mentioned, but to a much
lesser extent. Almost half of the respondents (48.4%) used pre-recorded videos for the first time (asynchronous),
followed by video conferencing (synchronous), which was also used for the first time by 37.5% of respondents.
17.2% said they used digital audio recordings for the first time, 21.9% mentioned using chats, 15.6% used
forums, 29.7% used screen recordings and 26.6% said they had already worked with all these tools before the
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pandemic. Other options, such as WhatsApp, Moodle, social media posts, live Instagram videos, Google Slides,
ActivInspire (digital whiteboard), were selected by only one Brazilian respondent in each case.

The analysis of the answers to the question: ‘how did you adapt to these changes?’ showed that out of the 64
responses, only 10 respondents expressed a positive view of the process of adapting to online teaching.
Meanwhile, 15 respondents expressed a negative view of this adaptation process, motivated by the lack of
training and institutional support for it. Most of the respondents who expressed negative views about online
teaching had never taught in this format before (56.3%), and 37.5% claimed to lack preparation for this
adaptation.

Of the 64 Brazilian respondents, 19 mentioned the need for more qualification, training and support. However,
only three of them specified that in their opinion this should be provided by the institution, perhaps indicating
that they resented the fact that they had to look for training and solutions for online teaching on their own by
means of tutorials, online courses and publications.

The analysis of the answers to the question: ‘what is the genre (chat, forum, video conferences, audio
conferences, webinars, etc.) that you have used the most to teach online and why?’ showed that of the 64
Brazilian respondents, 33 used videoconferences. 11 of them chose this resource due to its advantages
(interaction, dynamism, variety of functionalities), and five used video conferences because of the institutional
policy. Furthermore, 10 respondents said they used online chat to answer students’ questions, or because it is
the easiest and simplest way to communicate with students, due to the fact that many students do not have
access to a data package that allows them to use video conferences, for example. Four respondents stated they
used online forums, combined with other tools, 10 respondents said they used different tools (whether
synchronous or asynchronous) to teach online, and nine respondents stated that they used recorded videos
because they provide students with greater flexibility in terms of schedules and activities.

The analysis of the answers to the question ‘how do you intend to use some of these activities or genres in the
future after social isolation is lifted?’ showed that 38 respondents intended to continue using online tools to
supplement their face-to-face/in-person classes, namely Google-based tools. Seven of these said they expected
to continue using “Google Classroom” and “Google Forms” in blended/hybrid approaches after the pandemic.
Perceptions about blended/hybrid teaching were mixed: 6 respondents showed some resistance towards it,
arguing that they did not intend to use online tools again after the lockdown ended because of a perceived lack
of support and preparation on the part of the institutions in which they worked. Meanwhile, 6 other teachers
expressed their eagerness to blend their classes after the pandemic.

International Teachers

The participants from the international group were 12 teachers of Spanish, French, Cypriot, Costa Rican and
Taiwanese nationality. This means that 3 continents were represented in the sample: Asia, America, and Europe.
All participants in this group were working in higher education institutions, 70% of which were public while
the remaining 30% were private.

Most participants in this group (seven out of 12) had been working in their institution for less than 5 years, one
participant had between 5 and 10 years of experience in that institution, 2 participants had worked there for
between 11 and 15 years and the 2 remaining participants had worked in their current institution for over 16
years.

In addition, four participants were currently teaching fully online, six participants were partially teaching in an
online modality and two participants were not teaching online at all. Regarding their experience with online
teaching, five participants had over one year of experience teaching online, whereas the remaining seven
international teachers had only months or even weeks of experience with online teaching. Furthermore, 10
participants had had previous experiences teaching online, whereas for two of them this was their first online
teaching experience. Among them, eight teachers felt ‘well prepared’ and four teachers felt ‘somewhat prepared’.
None of them felt ‘unprepared’. Most of the participants (80%) were teaching in a blended mode, using a
combination of synchronous and asynchronous activities. When asked about how online/blended teaching had
affected their methodology, 80% of respondents said they provide specific instructions for each online/blended
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activity, eight of them said that they could now better organize their materials even though their workload had
increased. Meanwhile, five responded that gave an introduction to each unit and three provided a template for
each activity.

When asked about how they had adapted to those changes, only one international teacher showed a negative
reaction to online teaching, which had caused this participant to abandon this teaching modality. The rest of
the participants displayed a more positive attitude towards online teaching and said they had attended training
sessions and specific courses on online/blended teaching. In addition, they had explored new apps that had
helped them enrich their teaching.

As for the most frequently used apps and tools for online/blended teaching among the international teachers
who participated in the study, 70% used Moodle, 70% used Microsoft Teams, 20% used Blackboard Collaborate
and Google Classroom, 40% used Google Meet and Zoom, and 1% used Adobe Connect. Additional tools
mentioned by participants included Kahoot, Mentimeter, Jamboard, and Mural.co, which were said to be used
to make their lessons more engaging and dynamic.

Brazilian Teachers Focus Group Interview

The aim of the focus group interview was to expand the responses to the questionnaire. Most Brazilian teachers
expressed a concern for interaction in the online mode, highlighting the fact that not all students had their
cameras and microphones on during the lessons, thus making interaction (and evaluation) challenging for
teachers. Brazilian teachers working in private language schools and other educational contexts reported
feeling pressured to migrate to the online teaching mode without due preparation or institutional support for
that transition. Also, teachers working in public institutions feared the reduction of government financial
support to public education resulting from the transition to the online mode.

International Teachers Focus Group Interview: Spain, France, and Cyprus

The participants from the international group who took part in the focus group interview reported having had
some negative experiences connected to either some of the students’ inability to use their computers’ cameras
and/or microphones during the online lessons or their unwillingness to switch on those devices. In those cases,
the classes were said to feel like a monologue rather than the interactive, participatory, dynamic classes they
are/were used to when their classes are/were taught in face-to-face/in-person formats. An additional challenge
reported by one of the interviewees had to do with the fact that when his lessons were streamed live in a dual
mode?, the students following the class from home would only have access to the audio without the teacher’s
image or body language, which caused some comprehension difficulties and challenged interaction.

Changes in teaching methodologies were also discussed during the focus group interview. Participants reported
having had to adjust their teaching to the new teaching modalities (online, blended or dual) and one of them
highlighted the fact that his classes had to be more structured now so that students would not feel lost, which
was positive in a way but also reduced the room for spontaneity and creativity. The respondent from Cyprus
claimed that methodologies had not changed (they were still task-based, project-based, and student-centered),
it was only the medium (online) that had changed, though that medium imposed new challenges, especially in
terms of how to enable interaction (limited to break-out rooms in Zoom, mostly) and carry out exams.

As for the workload, all but one focus group participant felt that their workload had increased due to the hybrid/
dual/online teaching modalities brought about by the pandemic. The reason why one participant felt that her
workload had actually decreased was that students worked autonomously and did not ask for help when they
encountered any problems, preferring to try and solve them by themselves instead. One of the participants
reported feelings of excitement about the opportunity to put into practice during this pandemic the online
teaching training she had received, in spite of the difficulties caused by the lack of technical support provided
by her institution.

3 The dual mode, used by some institutions to reduce the number of in-person students,was used by some teachers whereby they would be
in class teaching some students face-to-face while other students would be online following the streaming in such a way that half of the
students would be online while the other half would face-to-face, in a rotating system.
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As far as the tools are concerned, the interviewees reported having experimented with and used some new
tools during the pandemic, many of which they plan to continue using after the pandemic. These tools, most of
which were videoconferencing tools, included Moodle and its adaptations to different institutions, Microsoft
Teams, Zoom and Blackboard Collaborate, as well as other tools like Kahoot, Mentimeter, Jamboard and Mural.
co.

Though most of the international respondents in the second focus group interview showed overall positive
attitudes towards online teaching and the changes brought about by the pandemic, as well as to the pivot to
remote/online teaching modalities, fears were expressed with regard to the impact of the pandemic on teacher
education and the profession, as well as on the value given to languages in general and foreign language
teaching in particular. In other words, teachers were concerned about the fact that politicians might take
advantage of the changes brought about by the pandemic and use the switch to remote/online learning
modalities as an excuse to cut down the amount of teaching jobs while worsening the conditions of teachers,
who could even be replaced by teaching assistants in charge of moderating online discussions. An additional
point raised by the teachers, maybe to counterbalance the aforementioned argument, was that it would be
extremely difficult to replace the teachers in the classroom, as the quality of the teacher-teacher and teacher-
students interactions is considered to be higher in face-to-face/in-person contexts than in remote/online
learning contexts. Furthermore, international teachers reported that, in general, students found it easier to
stay focused and to follow the lessons when they were face-to-face, in addition to the experience being more
enjoyable. This was considered to be so because when students follow the lessons online they have many
distractions, they might experience technical difficulties and they miss the direct contact with and closeness to
their classmates and their teacher.

Discussion

The results in the Brazilian case showed that most respondents had a negative attitude towards the move to
emergency remote/online education, since they had no choice and had to adapt to it too quickly, revealing lack
of preparation by teachers and students besides the lack of support and investment in training from educational
institutions. The greater speed with which private schools switched to remote/online teaching when compared
to public institutions in Brazil is evidence of the market forces behind this movement. This was expressed in
our data in what concerns the fear expressed by some teachers regarding cuts in investments in public
education and the migration of investments from teaching jobs to technologies. Meanwhile, the international
teachers seemed to have more positive attitudes towards remote/online teaching, even though they also
pointed out some negative aspects, connected to the lack of institutional support and the concern politicians
might make this emergency teaching the norm rather than the exception to reduce the amount of teaching jobs
offered while worsening the teaching conditions.

On the other hand, an enormous effort on the part of the teachers was perceived to adapt to the new modality /
reality / “virtuality”. In this sense, and according to Castells’ (2020) suggestion that the pandemic came to
consolidate what had already started in our daily practices with online tools, studies on hybrid/blended
language teaching in Brazil as well as teacher training for the integration of ICT into language education
suggest that blended approaches in Brazil and beyond are here to stay. Nevertheless, more teacher education
and institutional support are required to prepare teachers for this new reality while counteracting the negative
experiences of teachers when teaching online during the pandemic.

Regarding how the data in this study may relate to the global context, the UNESCO/IAU Global Survey Report
published by Marinoni et al. (2020) is worth mentioning. In this report, 424 replies to a survey that included
109 countries were analyzed. In the survey, Africa and Europe were overrepresented while the Americas and
Asia were underrepresented. The analysis shows that most institutions were affected by the pandemic, though
Africa was affected to a greater extent, with 77% of institutions closed across the continent, as opposed to
nearly 20% in other regions. In the case of the current study, all the Brazilian public institutions closed, at least
for a few months, until they were able to switch to remote/online teaching. Meanwhile, most of the other
institutions where the international teachers in this study worked did not close, placing Brazil somewhat in the
middle between Europe and Africa in terms of the effects of the pandemic on closing institutions.
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Another finding of the aforementioned report that may be seen in relation to data in our study is the fact that
almost half of the survey respondents reported having government support to mitigate the disruption caused
by the pandemic. Meanwhile, this scenario was somewhat different in the case of the Brazilian respondents,
who feared that the government would take advantage of the need to go online to reduce salaries and
investment in public education.

In terms of the effects of the pandemic on teaching and learning processes, the report shows that two thirds of
the institutions replaced face-to-face/in-person classes with online/distance learning. The main challenge
found in this transition had to do with infrastructure and pedagogies for this mode of teaching/learning. In this
sense, the data from the aforementioned report mirror the one analyzed in the present study.

Though this study did not follow a mixed-methods design, unlike Maican and Cocorada’s (2021), nor did it
follow the same validation testing procedure found in Crisol et al.’s (2020), these studies have a common view.
This shared perspective is connected to the United Nations’ Sustainable Development Program for 2030, which
establishes principles for sustainable action that take up the form of Sustainable Development Goals (SDGs).
Regarding the fourth of those goals, “Quality and inclusive education”, the pandemic has affected the delivery
of education worldwide to a point that education (in the case of the present study, foreign language education),
may become only available to a privileged few. Moreover, as put forward by Maican and Cocorada (2021), online
foreign language learning during the pandemic represents a way to adapt to the restrictions imposed worldwide.
Despite Castell’s (2020) analysis of the “new normal”, comparing Spain to Latin America, results of the present
study, whose largest populations came from Brazil and Spain, respectively, suggest that Spanish (and
international) teachers felt more prepared than Brazilians for the pivot to emergency remote/online teaching.

Conclusion

The emergency nature of the actions taken by educational institutions should be highlighted. Given the almost
immediate presentation of “contingency/emergency plans” for the pandemic, the lack of time to adjust to those
drastic changes may have provoked an adverse reaction in Brazilian teachers and students.

Overall, the analysis of the questionnaire data showed that the vast majority of teachers used different digital
technologies to teach online, both synchronously and asynchronously, but felt unprepared (mostly the
Brazilians) to work in this modality because of the lack of institutional support and training for this modality.
The analysis of the focus group interviews suggests that most Brazilian and some international teachers
displayed negative attitudes towards emergency remote/online teaching due to the lack of preparation and
institutional support for this modality and also because of concerns for the political implications of online
education in the case of Brazil and some other countries, which could result in the precariousness of the teacher
profession.

Overall, the analysis of the data suggests that after the pandemic and with due preparation and support, some
of the digital technologies and approaches experimented with during emergency remote/online teaching will
be incorporated into pedagogical practices in blended/hybrid approaches, which represent a real trend and
possibility for language teaching in the post-pandemic context.
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APPENDIX A

DISTANCE TEACHING QUESTIONNAIRE

Distance/Remote Language Teaching Questionnaire

Distance/Remote Language Teaching

Questionnaire

Dear teacher,

The exceptional situation we are experiencing today has prompted many educators and institutions to
implement online/remote/blended learning activities. We would like to know your experience lived in this
unusual situation, as well as investigate the development of new teaching practices and so we kindly ask that
you answer the questions below, which should take less than 10 minutes. We greatly appreciate your
participation.

* Required

Before you answer the questions...

Before you answer the questions, please check/tick the “informed consent” box below.

1. INFORMED CONSENT * (Check all that apply.)
INFORMED CONSENT: In answering this questionnaire, I authorize its authors to use my personal
information for research purposes, in a confidential manner, for the protection of personal data and the
guarantee of digital rights.

2. Level you teach (check option) * (Mark only one oval.)
[0 Public primary education
[0 Private primary education
[0 Public secondary education
[0 Private secondary education
[0 Public higher education
O Private higher education
[0 Free courses
O Other:
3. Region/City or town where you work: *

4. Number of years you have worked at this educational institution * (Mark only one oval.)
Less than 5
5-10
11-15
16-20
More than 20
Other:
5. Are you involved in online/remote/blended teaching at the moment? * (Mark only one oval.)
0 Yes, totally.
0 Yes, partially.
OO No.
O Other:
6. How long have you been teaching or implementing activities in the online/remote/blended format?

oooooo

7. Had you taught in the online/remote/blended format before? * (Mark only one oval.)
O Yes
0 No
8. How do you feel about this experience? * (Mark only one oval.)
0 Well prepared
0 Somehow Prepared
[0 Unprepared
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9. Are you teaching synchronously (e.g. video conference: students attend virtual classes at the same time you
teach) or asynchronously (recorded videos and online materials that students can access at any time)? Select
the option (s). * (Check all that apply.)
O Synchronously
O Asynchronously
0 Both
O Other:
10. How has your teaching methodology changed? Select the option (s). * (Check all that apply.)
Now I can better organize the materials
I provide an introduction for each unit or class explaining how to use the materials
I provide specific instructions for each activity
[ provide a template for all activities
My workload has increased because of having to prepare online content
Other:
11. How have you adapted to these changes? *

noOoooo

12. What platform or application have you used to teach online? Select the option(s). * (Check all that apply.)
Moodle

WebEX

Blackboard Collaborate

Google Classroom

Google Meet

Zoom

Microsoft Teams

Other:

OoooOoOoood
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APPENDIX B

FOCUS GROUP INTERVIEW SCRIPT

1. Request authorization from participants to record the session;

2. Explain to the participants that our intention is to elaborate a little more on their answers from the
questionnaire used in the quantitative data analysis so as gain qualitative insight into the data;

3. Present the quantitative data to the participants and ask them to answer/discuss the following questions:

Question 1:
Question 2:
Question 3:
Question 4:

How do you feel about this experience (teaching online)?

How has your teaching methodology changed?

How did you adapt to these changes?

How do you intend to use the activities and tools you used during the pandemic in the future
after social isolation is lifted?
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This study conducted in an EFL setting investigates students’ perception of the thesis proposal
presentation in an online format due to safety concerns during the Covid-19 pandemic. Fifty-
five students aged 20-22 years old, level B2-C1 in English, in their fourth year of a Business
Informatics Bachelor’s programme at HSE University, Moscow, were surveyed regarding their
end-of-course assessment experience, which involved a Skype online presentation, rather than
the usual face-to-face presentation. Data were collected using a researcher-made questionnaire
consisted of 3 sections and 12 items. A mixed-method approach using quantitative and
qualitative data was employed. The findings indicate that emergency transition to the new
format did not affect students’ satisfaction or results of the presentation. Overall, students
were more than satisfied with the online format, and the results were similar, if not better, than
in previous years. To minimise the disadvantages of this format, recommendations for teachers
and students were offered. This study might offer new insight on the most appropriate and
beneficial oral testing system for students and staff.

Keywords: Covid-19, higher education, online education, thesis proposal, online oral assessment

Introduction

At the end of their final year at the university, undergraduate students of the Business and Management
Department at HSE University, Moscow, Russia, submit their Bachelor’s thesis proposal, which should be
written in English, according to the HSE internal educational regulations. English is an important component
of any HSE University educational program as undergraduate students are expected to complete at least one
professional course in English per year as part of their individual curriculum for the third and fourth years of
study. The ability to read professional literature, communicate with foreign professors, write and study in
English is one of the key requirements for HSE University students. Additionally, presenting a thesis proposal
in English allows assessment of both subject knowledge and linguistic ability, in line with Content and
Language Integrated Learning (CLIL) methodology where content and language are taught and tested together.

Through the written paper and oral presentation of the thesis proposals, the undergraduates are assessed on
their ability to use English in an academic and professional environment, namely, to plan, report, and present
research in public.

The written part of the thesis proposal and its oral presentation are two interconnected, but separate aspects of
the academic activity, which demonstrate different academic skills and are graded separately for “talking and
writing are two very different modes of communication that mediate the world differently” (Schoultz, Sdljo &
Wyndhamn, 2001, p. 213). If a well-written paper is poorly presented, the cumulative grade goes down.
Therefore, in order to get high grades, the presentation, which introduces the transition from writing to talking
about the research, should be well structured, properly rehearsed, and delivered with confidence.

By the end of the first semester of 2019-2020 academic year, the written part of thesis proposals had been
graded, and the students were preparing for their oral presentation accompanied by PowerPoint slides, which is
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a 20-minute presentation on campus with two examiners — a teacher from their academic English course and a
teacher from the Business and Management Department.

However, the second semester of 2019-20 has been defined by Mohmmed et al. (2020) as ‘emergency remote
teaching’ as it was prepared at very short notice. In March 2020, the HSE University, like many other universities
in Russia and worldwide, had to move its courses online in order to promote social distancing during the Covid
19 pandemic. That meant the assessments had to be moved online as well. Along with all the other exams, the
delivery mode of the thesis proposal presentation shifted online. In spring and summer 2020, many universities
offered students in their final year the opportunity to undertake an online assessment on a ‘help not hinder’
basis to ensure they can graduate on time with quality assured degree (UNESCO, 2020)!. A well-known
telecommunication application, Skype (www.skype.com), that provides video and voice calls between
computers, tablets, and mobile devices, was used to administer the video-conferencing version of the
presentation because it is freely accessible and it meets the basic requirements for holding and assessing the
oral presentations.

Thus, almost overnight, virtual instruction became not just a possible option but also a vital necessity that
posed many challenges for both the faculty and students. Teachers had to redesign their courses and assessment
to suit the new format of teaching, and the students had to get accustomed to a different mode of learning,
which initially could have caused some difficulties.

The aim of this research is to explore undergraduate student attitudes towards their thesis proposal
presentation transitioned from face-to-face into online format due to safety concerns. The researchers also
hope to highlight some aspects of the online format of presentations that could be improved in the future for
use in the university setting.

More specifically, the current study explores the following research questions.

1. What are the students’ attitudes towards the online presentation?

2. To what extent are students satisfied with their presentation considering the transition into the new
format?

3. Is there any significant correlation between students’ attitudes towards the online presentation, their
overall satisfaction with their presentation and exam results?

4. What are the positive and negative sides of the online thesis proposal presentation from the students’
perspective? How can it be improved in the future?

Literature Review
Oral Assessment in Higher Education

Assessment in higher education permits instructors to make decisions about individuals’ progress or the
efficiency of programs regarding student learning, the curriculum, and instruction (Nitko, 2004; Reynolds,
Livingston, & Wilson, 2006) and finds ways to assure and enhance the quality of the educational provision.

‘Oral assessment’ is defined as any assessment of student learning that is conducted by word of mouth (Joughin,
2010)2. It can be exclusively oral, or it can be combined with other modes of communication, depending on the
nature of the assessment task. Oral assessment may involve not only a student who speaks but also assessors
posing questions orally, with varying degrees of spoken interaction as the assessment proceeds.

Oral assessment is applicable to almost any kind of learning outcome. It is particularly useful in relation to
students’ problem-solving abilities, where they need to apply their knowledge in new situations (Van de
Watering et al., 2008). Singh (2011, p.256) argues that oral assessment “enables the learner to identify with,

! UNESCO. (2020). Exams and assessments in Covid-19 crisis: Fairness at the centre. https://en.unesco.org/news/exams-and-assessments-covid-19-
crisis-fairness-centre
2 Joughin, G. (2010). A short guide to oral assessment. Leeds Met Press in association with University of Wollongong
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interact with and therefore understand the material better because of the continual interaction and discussion
with their peers and the assessors.”

Kehm (2001, p.27) describes one of the strengths of oral assessment as its ability “to distinguish superficial
from real knowledge through in-depth questioning.” Unlike a written exam, assessors can ask the student to
elaborate on an answer with carefully graded questions until they have reached the limit of what the student
knows as according to Joughin and Collom (2003, p.2), “the opportunity in oral assessment to probe
understanding through follow-up questions can encourage deep approaches to learning.”

When students are subjected to questions and probing of their understanding, they must rely on their own
work, thereby reducing the possibility of plagiarism. As Tinkler and Jackson (2004, p.104)® points out, “although
the presentation serves different purposes [...] it should serve to examine that the candidate has actually
undertaken the work presented in the thesis: that is, it should authenticate the thesis.”

Shifting Towards an Online Mode of Assessment

Video-conferencing applications are now commonly used for teaching purposes. However, there is little
research into the effect of the video-conferencing mode on oral assessment with the exceptions of Kim and
Craig (2012), Okada et al. (2015), Nakatsuhara et al. (2017), Akimov and Malin (2020).

Kim and Craig (2012) studied two modes of oral interviews, including face-to-face and video conference. Their
findings indicated no significant difference either in performance between test modes or in terms of comfort,
computer familiarity, environment, non-verbal linguistic cues, and speaking opportunity, which evidenced the
comparability of the video conference and face-to-face interviews.

The findings of Nakatsuharaet et al. (2017) were consistent with the previous research, though some minor
differences were observed in test-takers’ functional output and the behavior of examiners who served as both
raters and interlocutors.

The key benefits of the video-conferencing mode identified from the perspective of assessors and students,
according to Okada et al. (2015), were a reliable examination, credible technology, authentic assessment,
interactive e-viva, low cost, a scalable process, and practical testing in terms of time, effort and money. Thereby,
based on the findings received from the previous research, the video-conferencing version of oral assessment
could be used as a relevant substitution to the face-to-face mode of assessment.

Akimov and Malin (2020) described a case study of an online oral examination of postgraduate finance students.
According to their research, online oral assessment tests more in-depth knowledge, develops communication
skills and the ability to think rapidly, eliminates cheating in assessment, which is a serious concern for courses
delivered online.

Before the Covid-19 pandemic, the use of video-conferencing and other online teaching tools was an option,
which added value to the teaching-learning process. During the Covid-19 pandemic, the significance of
technology for university education increased dramatically. Since 2020, it has become a primary means of
remote delivering classes to students. Numerous recent studies have attempted to evaluate the impact of
emergency transition into the online mode of teaching on pedagogical approaches and the learners’
perceptions(Ajmal et al., 2020; Alfiras, Bojiah, & Yassin, 2020; Crawford et al., 2020; Karim & Hasan, 2020).

Crawford et al. (2020), in their research, found that many universities around the world have responded to the
current crisis through rapid redesign of their curriculum to satisfy the remote teaching needs. They also
pointed out that there “might be some issues in implementing online learning relating to the availability of the
right hardware and software, networks, and storage capacity” (Crawford et al., 2020, p.11).

5 Tinkler, P., & Jackson, C. (2004). The doctoral examination process: A handbook for students, examiners and supervisors: A Handbook for Students,
Examiners and Supervisors. McGraw-Hill Education (UK).
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Teachers are expected to implement new practical strategies to conduct engaging and effective online classes,
which is difficult to achieve without students’ interaction. The more students interact with each other in the
online classroom, the more motivated for learning they are because they learn not only from their teachers but
also from their peers (Ajmal et al., 2020).

The findings of the research conducted in Saudi Arabia in a period of an unplanned shift from traditional
learning to emergency e-learning (Karim & Hasan, 2020) are comparable to previous findings of Kim and Craig
(2012), Okada et al. (2015), and Nakatsuhara et al. (2017). Exploring undergraduate medical students’
preferences regarding the effectiveness of emergency online learning, Karim and Hasan (2020) indicated that
the majority of students were satisfied with virtual classes and found them more convenient compared to face-
to-face classes; the students felt more confident and believed that remote learning could replace face-to-face
mode of learning. That means the curriculum designers should consider the pedagogical practices and student
preferences while designing the courses.

However, other authors (Alfiras, Bojiah, & Yassin, 2020) question the usefulness of such an approach. They
found that remote classes were more effective when teaching theoretical courses and less effective when
teaching practice-oriented courses aimed at training social skills, for example, on a Human Resources
Management programme. They believe that a distant mode of teaching and learning might be warranted for a
pandemic period only, and faculty, staff, and students should return back to campus and resume face-to-face
classes as soon as the university receives approval from state and local government public health authorities.

Overall, these studies highlight the need for further observation and analysis of the current situation in higher
education. However, much of the research up to now has been focused on the new pedagogical concepts and
modes of delivery of educational content as well as students’ and teachers’ perceptions in response to Covid-19
lockdown rather than remote assessment practices and especially remote oral assessment in an EFL setting.

The Use of Skype in the EFL Classroom

Skype is a well-known communication platform recognized by many EFL practitioners for remote teaching of
foreign languages (Develotte, Guichon, & Vincent, 2010; Eaton, 2010; O’Dowd, 2011, Taillefer & Munoz-Luna,
2014; Kotula, 2016; Yen, Hou, & Chang, 2017; Fedorova, Rasskazova, &Muzafarova, 2018; Dabic, Grkavac,
Stojanov, &Suzi¢, 2019). In this section of the literature review, Skype is considered as a triple-action tool,
which is used to promote intercultural experiences for EFL learners, to reinforce the technology skills of
language instructors, and to create an interactive environment for online teaching and learning.

The studies by O’Dowd (2011), Taillefer& Munoz-Luna (2014), Fedorova et al. (2018) and Dabic et al. (2019)
consider Skype to be a good tool for promoting intercultural experiences for EFL learners as it provides barrier-
free communication with people all over the world. “By connecting classrooms and students from all the
continents, at the same time, Skype in the Classroom connects different races, religions, socioeconomic classes
and cultures as well” (Dabic et al., 2019). As geographical boundaries disappear in the virtual world, there is an
opportunity to choose a teacher/learner from anywhere in the world (Fedorova et al., 2018) or to develop
speaking skills with peers from other countries by participating in the Skype-mate Language Project (Taillefer &
Munoz-Luna, 2014).

Eaton (2010) and Develotte et al. (2010) believe that due to its simplicity, Skype is an excellent tool to help EFL
teachers build their technology skills. “Skype is an effective way to experiment while minimizing the risk of
things going wrong. [...] For teachers who are reluctant to use technology due to lack of skills or confidence or
high levels of anxiety, getting started with simpler tools may be an effective way for them to explore and
incorporate new technologies” (Eaton, 2010 p.1). Develotte at al. (2010) posits that EFL teachers should have
some skills of using video-conferencing platforms as a part of their professional repertoire, as “they will
increasingly be required to exploit the multimodal potentialities of online communication in their teaching” (p.
293).

Skype is also an effective tool to teach languages, as it incorporates a high level of verbal interaction between

users (Yen et al., 2017). The research conducted by Dabic et al. (2019) has proven many benefits of using Skype
in the classroom. Students improved their speaking and listening skills, built up their vocabulary, their level of
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anxiety reduced, and they practised better pronunciation patterns. Collaboration through Skype motivated
them to learn more as they practised English in real communication. Due to its multimodal nature (video, audio,
text, webcam image, still image), teaching with Skype can achieve interactivity, which qualitatively contributes
to comprehension through visual and verbal representations (Develotte et al., 2010).

The use of Skype in educational contexts has been expanding as numerous lessons, and online conferences
took place via this application during the coronavirus pandemic. The number of daily active users of Skype has
increased to 40 million people from 23 million before the pandemic, which is a 70% increase (Thorp-Lancaster,
2020)*.

What made many EFL teachers choose Skype for their distant classes? The most obvious advantages of Skype
mentioned above are the free unlimited calls anywhere in the world (compared to 40 minutes of free calls via
Zoom), Skype can be operated on computers, mobile phones, tablets, a web browser, and it is available for all
operating systems.

With the updated version released in 2020, Skype became faster to load, more reliable, and interactive. Now it
is even easier to use: no sign-up is required. To start a meeting, a user can create a meeting link and share the
link with participants. If participants do not have Skype installed, it will open in their browser. The number of
the potential participants invited in one call has been increased to 50°.

Some useful features for oral assessment in teaching EFL include recording the call and saving it for later
review and note-taking, which allows the participants to be engaged in an online meeting without any
distractions. The recording is stored in the cloud for up to 30 days. Secondly, the participants can easily share
presentations, work materials, or designs in their conference call to provide a collaborative environment for
the work revision. Thirdly, if the teacher is working from home, they can choose the pre-installed backgrounds
or upload their own to maintain privacy in their home. Finally, the participants may enable live captions and
subtitles and read the words that are spoken during an audio or video call or even translate conversations in
real-time with a built-in voice translator in up to ten different languages, which may be helpful in some cases
of miscomprehension.

With all these interactive features, Skype can help the instructors and learners to create a sense of presence,
which is defined by Jonassen et al. as “the degree of salience of the other person in the mediated interaction
and the consequent salience of the interpersonal relationship” (Jonassen et al. 2005, p.266). Webcamming
creates a sense of presence, establishes a connection between the participants, and enhances the teacher’s
influence on the learners (Develotte et al., 2010). The basic difference between teaching in the classroom and
teaching online lies in the separation of the instructor from the learners and learners from each other (Lehman
&Conceicao, 2010). This separation often leads to a feeling of isolation on the part of the participants and has
been a major cause of learner dissatisfaction in the distant learning environment (Palloff& Pratt, 2010).
However, the specific nature of contact with the interlocutors (the lack of a possibility to interact in a common
space) is argued by Kotula (2016) as one of the limitations of Skype.

Overall, Skype has been recognised as a valuable classroom asset in many studies. In our research, it has been
used for the assessment of thesis proposal presentations delivered by undergraduate students and in this
particular context; however, Skype has not yet been described and analysed in past studies.

Since the beginning of the quarantine in Moscow almost coincided with appointed dates for the thesis proposal
presentation, the administration staff had a very limited time (about two weeks) to organise the transition
from face-to-face into an online format. We hypothesized that the students would not be sufficiently prepared
for the new format and would experience a number of difficulties during the exam, which would result in a low
level of satisfaction with their performance. Therefore, the present study fills this gap in research related to the
use of video-conferencing in EFL oral assessment.

4 Thorp-Lancaster, D. 30 Mar 2020 Retrieved from https://www.windowscentral.com/skype-sees-bump-40-million-daily-users-big-increase-calling-min-
utes
5 Call up to 50 people at once with Skype! (2019, April 04). Skype. Retrieved from https://www.skype.com/en/blogs/2019-04-group-video-calling/
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Methodology
Participants

Fifty-five students (26 male and 29 female) in their fourth year of a Business Informatics Bachelor’s programme
at HSE University, Moscow, participated in the research based on convenience sampling. Their English
proficiency was tested at B2-C1 according to the Common European Framework for Languages (CEFR). The age
of the participants was between 20 and 22 years old. Following their online thesis proposal presentation, all the
students agreed to fill out the questionnaire.

Instruments

A mixed-method approach using quantitative and qualitative data was employed. We designed a questionnaire
in Google forms (given in Appendix 1). The pilot study was conducted to check the clarity of the questions and
to identify potential problems. After that, the questionnaire was distributed online among the undergraduate
students. The participants were required to provide their informed consent before they started the survey.
Respondents were anonymous throughout. To improve the response rate, the instructors sent reminder emails
to students to encourage them to fill in the online survey.

The questionnaire consisted of 3 sections and 12 items. In section 1 (items 1-8), we asked the respondents to
rate their experience based on eight aspects of the online presentation to measure their attitude according to a
five-point Likert scale (1=very poor, 2=poor, 3=okay, 4=good, 5=excellent). In section 2 (item 9), we investigated
a self-reported satisfaction with the online presentation according to a 5-point scale, where 5 means completely
satisfied and 1 means completely unsatisfied. In section 3 (items 10-12), we asked the respondents to answer
three open-ended questions to elicit extra information about the advantages and disadvantages of an online
thesis proposal presentation.

Data Analysis

Data were quantitatively analysed by means of IBM SPSS Statistics for Windows, Version 21.0. Spearman’s
rank-order correlation was used to assess the interdependence of data. The open-ended questions were
analysed qualitatively with the use of the Microsoft Excel package.

To analyse responses and interpret qualitative data, thematic analysis has been used to determine common
perspectives among participants. The authors implemented an inductive approach by identifying themes in
semantic content, which ensures the analysis process was driven by the collected data rather than any analytic
preconceptions. The reliability and validity of the results for a given data sample were ensured by using
proprietary software products and methodology for the thematic analysis described by Braun and Clarke (2006).

Procedure

The thesis proposal presentations took place in March 2020 in the form of an online video call session with two
examiners. One of the examiners was a teacher from the academic English course, and their assessment was
mostly focused on such aspects as grammar accuracy, the range of vocabulary, pronunciation, presentation
skills, etc. The second examiner was a teacher from the Business and Management Department; their
assessment was focused on the presentation content and structure of the thesis proposal. The use of two
examiners increased the inter-rater reliability.

Prior to the oral exam, the undergraduates had to familiarise themselves with the format and requirements of
the thesis proposal presentation and ensure that the internet connection, required software (Skype), and
peripherals worked properly. At the scheduled time, they joined the video call with the examiners, authenticated
themselves by showing a student ID card, and delivered their presentation accompanied by slides, sharing their
screen with the examiners. The examiners asked some followed-up questions about different aspects of the
thesis proposal. Each session lasted for 15 minutes.
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To ensure the consistency and fairness of assessment, a rubric (given in Appendix 2) with explicit criteria was
used by both examiners. The examiners discussed the grades, calculated the arithmetic mean, and sent the
final grades to the students.

Results

The students’ feedback on the online questionnaire provided the data regarding the quantity and quality of
undergraduate students’ perception of the online format of the thesis proposal presentation.

Quantitative Data Analysis

For further quantitative analysis, three variables were taken into consideration. Mean values were calculated
and compared to find out if there is any correlation between them.

Analysis Related to Students’ Attitudes towards Online Presentation (RQ 1)

Descriptive statistics of students’ responses about their attitudes towards online presentation are summarized
in the following table.

Table 1

Students’ Attitudes towards Online Presentation

. . Very Poor
Satisfaction parameters poor(l) @ Okay (3) Good (4) Excellent (5) Total Mean D Std
L. . 0% 0% 16% 16% 68% 100%
Transition into online format 0 0 9 9 37 55 4.51 0.58 0.76
N 0% 7% 20% 38% 35% 1009
Exam administration 0 ° o o ° o 4.00 0.84 0091
4 11 21 19 55
5% 7% 44% 31% 13% 100%
Skype as a tool 3.38 0.96 0.98
3 4 24 17 7 55
2% 10% 20% 33% 35% 100%
Network connectivity 3.87 1.13 1.06
1 6 11 18 19 55
2% 2% 18% 22% 56% 100%
Length (15 min) 4.29 0.90 0.95
1 1 10 12 31 55
5% 13% 20% 31% 31% 100%
The level of students’ comfort 3.69 1.41 1.19
3 7 11 17 17 55
2% 3% 18% 36% 41% 100%
The quality of assessment 4.09 0.88 0.94
1 2 10 20 22 55
’ ; i i i 7% 7% 14% 30% 42% 100%
Students’ satisfaction with their 3.91 1.50 1.23
results 4 4 8 16 23 55

Overall, students reported being satisfied with their online thesis proposal presentation experience, with an
average satisfaction score (Satl) of 3.97. They were most satisfied with the shift of the exam to an online format
(4.51) and least satisfied with Skype as a medium for the presentation (3.38). In addition, students also rated
timing of presentation (4.29), the quality of assessment (4.09), administration of oral exam (4.0), satisfaction
with their results (3.91), network connectivity (3.87), and the level of comfort during the video call presentation
(3.69).

Analysis Related to Students’ Self-reported Satisfaction with the Online Presentation (RQ2)

On average, regardless of challenges due to the distant format of presentation, students seem to be satisfied
with the new type of assessment experience. Their self-reported satisfaction (Sat 2) with their thesis proposal
presentation scored 4.2.
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Table 2

Students’ Self-reported Satisfaction with the Online Presentation

Completely Completely
Satisfaction parameters unsatisfied Unsatisfied  Neutral Satisfied satisfied Total  Mean D Std
a 2 (&) “@ (5)
2% 5% 10% 40% 43% 100%
Self-reported  satisfaction 1 3 6 22 23 55 4.2 0.89  0.95

with the online presentation

Correlation between students’ attitudes, self-reported satisfaction and grades for the online presentation
(RQ3)

To answer the third research question, we first presented the result of analysis related to students’ grades for
the online presentation. The majority of students (75%) successfully presented their thesis proposals and
received high grades; 18% generally addressed the task but with some limitations; 7% of the students did not
address the requirements of the task in many aspects. The mean value of the grades students received for their
presentations (Exam results) is 4.07.

Table 3

Students’ Grades for the Online Presentation

Very poor Poor Acceptable  Good Excellent
€)) 2 3) @ o)

Level of achievement Total Mean D Std

0% 7% 18% 35% 40% 100%

The number of students 0 4 10 19 2 55

4.07 0.87 0.94

Figure 1 shows students’ satisfaction levels are high. Even challenging experiences scored fairly average in
some aspects, were given a high overall score: Students’ attitudes towards the online presentation 3.97,
students’ self-reported satisfaction with the online presentation 4.2, and students’ grades for the online
presentation 4.07. The lines representing students’ attitudes and students’ grades are very similar, intersecting
at some points and deviating by minor values.

Figure 1

Correlation between Students’ Attitudes, Self-reported Satisfaction and Grades for the Online Presentation
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Further data analysis performed by Spearman rank-order correlation demonstrated that there is no association
between the grades students received for their presentations and their overall satisfaction with their online
thesis proposal presentation.

Table 4

Spearman Rank-order Correlation

Correlation t-Statistic Probability
Exam Sat 1 Sat 2 Exam Sat 1 Sat2  Exam Sat 1 Sat 2
results results results
Students’ grades 1.000000 - e
Students’ attitudes 0.116628 1.000000 0.854898 ----- 0.3965 -----
Students’ self-reported satisfaction 0.105461 0.058827 1.000000 0.772075 0.429012 ----- 0.4435 0.6697  -----

Qualitative Data Analysis

In the third part of the questionnaire, we asked the participants to state the negative and positive sides of the
online thesis proposal presentation. We also asked them to state their suggestions for improving the online
presentation.

Table 5

Percentage of Students’ Responses to Advantages, Disadvantages, and Suggestions for Improving the Online
Presentation

Advantages Disadvantages Suggestions
(mean percentage of data) (mean percentage of data) (mean percentage of data)
100% 43% 78%

The findings from the quantitative analysis of fifty-five comments (some of them included more than one key
point) illustrate that all the students expressed their opinions about the advantages of online presentation
(Table 5). More than half of respondents did not cite any disadvantages because they did not find any, and 78%
of them had some suggestions for improving the online presentation.

The Advantages of Online Presentation
Participants’ comments about the positive side of online presentation were analysed using an inductive
approach allowing the data to determine seven themes.

Table 6

Thematic Framework for Students’ Positive Comments about Online Presentations

How many times

Theme name it was mentioned
Theme 1 Less stressful 20
Theme 2 Time saving 15
Theme 3 Home environment 12
Theme 4 Time management 11
Theme 5 Safety (no risk of catching a virus) 6

Theme 6 Friendly examiners

Theme 7 Innovative format 3

Table 6 summarises frequencies of the themes in the first data set. Most commonly identified advantage was
that online exams were less stressful than face-to-face ones. Comments included:
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“I'wasn’t as nervous as if I presented in front of my groupmates and examiners face-to-face.” (Student 1)

“Staying at home and speaking via Skype is definitely less stressful.” (Student 2)

The second most frequently mentioned advantage was that participating online is more time saving compared
to face-to-face presentation.

“You don’t need to spend time on commuting or waiting for your turn in the university atrium.”
(Student 3)

“I have more time to prepare for the exam, that is why I felt more confident during my presentation”
(Student 4).

“You don’t have to wait for your turn since everyone has a specific time slot” (Student 5)

Another beneficial factor noted by the respondents was the opportunity to stay at home, which allowed them
to feel more relaxed and not be distracted.

“At home, I could better focus on my own presentation rather than hearing other peoples’ rambling
discussion of their performances.” (Student 6)

Time management of the online format of presentation was perceived as an advantage.
“Fifteen minutes is just enough for a student to present their proposal.” (Student 7)

“The exam was held according to the schedule without any delays or technical troubles.” (Student 8)

Other positive factors mentioned by the respondents include safety, the friendliness of the examiners, and the
innovative approach to the oral exam.

“There was no contact with other people; because of the coronavirus, this point was crucial.” (Student
8)

“The examiners were very friendly! The questions were comprehensible and to the point.” (Student 9)

“I liked this format. The same as at university, but I didn’t spend time on transport. A very good idea
and innovative format”! (Student 10)

Reasons for positive student feedback originate from the general understanding that today’s tech-savvy
generation finds it easy to adapt to new learning modalities. For them the online format of presentation might
not be a challenge but a new experience.

The disadvantages of online presentation
Respondents were also questioned to report on negative aspects of the online thesis proposal presentation.
Table 7 illustrates these findings and summarises frequencies of the themes in the second data set.

Table 7

Thematic Framework for Students’ Negative Comments about Online Presentations

How many times

Theme name it was mentioned
Theme 1 Anxiety about technical issues 12
Theme 2 Psychological issues 10
Theme 3Technical issues 7
Theme 4 Schedule shifts 6
Theme 5 No feedback from the examiners 5

Almost half of the respondents (twenty-one students) reported nothing negative about the online presentation,
which means they quite smoothly and naturally transitioned their presentation skills into the online format
without having any negative experiences.
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“The online format of the exam was even better than the face-to-face exam which I am used to.”
(Student 11)

However, some aspects require closer consideration such as comments on the additional pressure felt regarding
potential technical issues which was the most frequently mentioned disadvantage. Comments included:

“To the usual stress about the exam, some additional factors were added, such as anxiety about
technical problems and the inability to establish eye contact with the examiners.” (Student 12)

“I worried that there would be technical difficulties and there were some.” (Student 13)

“I didn’t know how well the examiners could hear me. I feel more comfortable presenting face-to-face
rather than online.” (Student 14)

However, only seven reports cited actual technical problems during their presentation.
“I had a problem with screen sharing. Sometimes, I couldn’t hear the examiner well.” (Student 15)
“I don’t use Skype, so I had to spend some time in order to understand how it works.” (Student 16)

“I couldn’t hear the examiners’ questions well, because the network quality was poor.” (Student 17)

A few students mentioned that online communication with the examiners was more stressful for them due to
such psychological issues as lack of non-verbal communication, eye contact, and the inability to establish
emotional contact with the examiners.

“I was stressed because using Skype you are not able to establish eye contact with the examiners.”
(Student 18)

“At the end of the exam, the examiners were exhausted and in a bad mood, which put me under even
more pressure.” (Student 19)

Some students complained about the changes in the schedule during the online event.

“My exam started six minutes late and the examiners were hurrying me. As a result, I became even
more nervous.” (Student 20)

“Because of some shifts in the exam schedule, my exam started later than I expected.” (Student 21)

After face-to-face presentations, the students can receive feedback from the examiners in the form of verbal
and non-verbal cues (Murray, 2015), which is not so obvious in an online format. Students mentioned that
having no feedback from the examiners was disconcerting.

“Iwould prefer to receive feedback on my presentation and understand the examiners’ reaction to my
answer, which I could not observe on Skype.” (Student 22)

Participants’ suggestions for improving the online presentation

Based on the experience gained from their online exam the respondents offered a number of tips concerning
the exam platform, administration, and their expectations of the examiners’ behaviors that could improve the
quality of experience in the future (Table 8).

Forty-three comments were available for analyses; twelve respondents did not have any suggestions, because
they were fully satisfied with the procedures and the format.
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Table 8

Thematic Framework for Students’ Suggestions about Online Presentations

How many times

Theme name . .
it was mentioned

Theme 1

Use of an alternative conferencing platform 18

Zoom 12

Discord 5

MS Teams 1
Theme 2

To conduct a brief orientation session with the examiners just before the exam 8
Theme 3

To make an online spreadsheet for signing up for the online exam 6
Theme 4

To increase the examination time up to 20 minutes 5
Theme 5

To provide all the students with the feedback about their performance 5
Theme 6

To keep the web cameras turned on during the online presentation 4
Theme 7

To have a warm-up conversation at the beginning of the online presentation 3

The most frequently mentioned suggestion was to substitute Skype for some other conferencing platforms
such as Zoom, Discord, or MS Teams. Given that Skype offers all the communication features needed for the
oral assessment, it could be that other platforms are more popular and technically more secure for the younger
generation. The second frequently mentioned suggestion was that an online session with the examiners
explaining the entire procedure just before the exam could considerably reduce stress levels.

Other suggestions indicated by an equal number of respondents included: allowing students to sign up online
at a time of their choice, ensuring availability and punctuality; highlighting those who had already presented
their proposals, to avoid confusion with the schedule; increasing the examination time to 20 minutes per
student instead of 15 minutes; keeping examiners’ webcams on; providing examiner feedback to all the
students with the feedback about their performance; having a warm-up conversation between a student and
the examiners to relax students and help them speak more naturally. As they are based on students’ experiences,
all the suggestions are valuable and should be taken into consideration when planning online presentations in
the future.

Discussion

The main findings of this research report are that undergraduate students rated their experience of online orals
examinations positively in terms of Sat 1 (3.97), Sat 2 (4.2), and rated satisfaction with exam results (3.91).
Contrary to expectations, the initial hypothesis of the research: the urgency of the transition into online format
resulted in the low level of students’ satisfaction with their performance at the online presentation was not
confirmed. This finding is consistent with that of Okada et al. (2015), whereby students reported positive
attitudes towards their experience of an online oral exam, considering it more beneficial for their performance
in comparison to the face-to-face alternative. It seems possible that these results are due to the fact that the
Business Informatics Bachelor’s programme is aimed at training professionals in the field of ICT in business,
and the undergraduates were quite advanced in many technical issues, that is why the forced transition to
online format did not greatly affect their perception of the online presentation and made it possible to cope
with the challenges of the new assessment format.

Another finding, which matches earlier studies (Joughin, 2010), is the good performance in online oral
assessment with the mean grade of 4.07. It suggests that students were well prepared for this kind of assessment,
which ultimately led to better results. As Joughin (2010, p.5) observes, “assessors often express surprise at how
well their students perform in oral assessments — it may be that oral assessment can be particularly good for
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probing the upper limits of a student’s knowledge.” The change of format did not produce a negative effect on
the students’ performance.

One unanticipated finding was that Skype as a medium for the presentation was rated 3.38, and many students
suggested replacing it with other video-conferencing platforms even though it provides all necessary features
for holding and assessing the online oral exam such as screen sharing, meeting recording, cloud storing, a
whiteboard, file sharing, and joining via call. A possible explanation for this might be the fact that Skype, being
launched in 2003, currently has many competitors with the same functions, which are more familiar to the
younger generation.

The results reported herein should be considered in the light of some limitations. The first limitation is the
number of participants; the second one concerns the data obtained about the students’ perception, based on
their own reference frames and expectations. Even though this study uses a relatively small sample size, the
findings show both instructors and students what may be useful to consider in online oral examining in the
future. It is also important to mention that satisfaction is a personal evaluation, “even two people with similar
backgrounds can experience and evaluate their service differently” (Study portals, 2019, p.10)¢. However,
students are typically satisfied when they feel supported by their instructors and when their learning experience
is diverse and motivating. Students’ opinions are important in creating an overview of the performance
assessment procedures universities provide and indicate where improvements are required.

In order to make balanced decisions, it is important to observe the situation as a whole and consider the online
assessment procedures from both perspectives — students and instructors, that is why further research could be
focused on studying the instructors’ satisfaction with the online exam. However, some steps to minimise any
possible disadvantages of this format can be taken based on the results of the present research.

Recommendations for the Instructors

The instructors are recommended to provide students with detailed guidelines about different aspects of online
presentation in advance concerning the format, requirements, assessment criteria, and equipment. It is
important to make sure that all the students are treated fairly and given equal opportunities to display their
knowledge and receive equal feedback in terms of the quality, quantity, and timing of feedback. The examiners
should record the students’ presentations for an unbiased assessment or in case of appeal. Skype allows the
recording and storing of audio or video. After the exam, a separate short individual session should be scheduled
with each student to provide them with feedback on their presentation.

To reduce anxiety, the chairperson should make introductions, so they feel comfortable in this challenging
situation. Examiners should be asked to keep their video cameras on throughout the exam to maintain a
connection between the participants, provide a feeling of presence, and improve the quality of the pedagogical
relationship.

An administration staff member should be invited to assist the examination board with managing time,
resolving queuing/schedule issues, monitoring all the sessions in real-time, and provide technical assistance to
examiners and students if required. In the case of an internet malfunction, they should provide the students
and examiners with alternative scenarios or make another appointment.

Administration and teaching staff should consider the potential of other video conferencing platforms for the
remote online presentation and choose the most appropriate one for their circumstances, and provide relevant
teacher training on the chosen platform if needed.

Recommendations for Students

In order to successfully go through the online exam presentation and make the most of this opportunity, the
following advice might be useful. It is wise to consult the guidelines on the format and requirements of the oral

¢ Studyportals. (2019). Global Student Satisfaction Report: a 2019 Global Overview. https://www.studyportals.com/wp-content/uploads/2019/06/Glob-
al-Student-Satisfaction-Report-A-2019-global-overview.pdf
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presentation and know what to prepare for it in advance: which software or apps should be installed and if they
work properly. A trial call to a groupmate or a family member will help a participant to make sure that the
microphone, speakers, or headset are operable. A laptop, computer, or mobile phone should be charged, and
the internet connection should be fast enough to take the online exam. A check of the equipment before the
online event is essential for students as it could help to reduce stress due to potential technical problems that
may occur during the presentation.

To reduce the level of anxiety during the presentation, the students are recommended to rehearse it in an
online format in front of other people. Although the ‘trial run’ cannot fully prepare or protect the candidate
from what Wellington (2010, p.138) calls ‘unpredictable moments,” it can help to build students’ confidence
about the online event and make them aware of how they sound, look, and how it feels to speak through the
microphone and in front of the camera.

Conclusion

The present study extends the prior results, and in light of students’ positive comments, the findings of our
research confirm that the online format of the thesis proposal presentation can be effectively used in an EFL
setting not only in response to Covid-19 lockdown. The extraordinary pandemic situation has created large
disruptions in education systems all over the world, but it has stimulated innovation in teaching and assessment
procedures. According to the research of the International Association of Universities (2020)” in many higher
education institutions, the move to distance learning has been an opportunity to expand flexible learning
modalities, setting the stage for a permanent shift towards online learning. The transition to the online mode
of exams could contribute to this process and support the continuity of learning in the future regardless of the
circumstances.
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Appendix 1

A survey on undergraduate satisfaction with the online thesis proposal presentation

Rate your level of satisfaction with the following aspects of your online presentation

Very poor Poor Okay Good Excellent
Rate the idea of the thesis proposal presentation transition to O O O O O
an online format due to the threat of the coronavirus
Rate the administration of the online thesis proposal O O O O O
presentation. How well were you informed about the new
format and procedures?
Rate Skype as a tool for the thesis proposal presentation O O O O O
Rate network connectivity during the online exam d d O | O
Rate timing (15 min per student) O O O O O
Rate the level of comfort while presenting your thesis proposal O O O O O
presentation online
Rate the quality of the assessment of your presentation O O O O O
Rate how you feel about the results of your online presentation O O O O O

1. Rate your overall satisfaction with your online thesis proposal presentation

Completely unsatisfied Unsatisfied Neutral Satisfied Completely satisfied
1 2 3 4 5
O a O O O

In addition, answer three open-ended questions:
1. What are the positive sides of the online thesis proposal presentation?

2. What are the negative sides of the online thesis proposal presentation?
3. What suggestions do you have to improve various aspects of online thesis proposal presentation?
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Appendix 2
Oral presentation rubric
Excellent Good Acceptable Poor Very poor
) “ 3) ()] a

Organization
and structure

The presentation
content, structure
and style deliver the
message effectively.
The speaker
demonstrates full
understanding of
the research done.
Presentation and
academic discourse
etiquette is observed.

The research content
is presented with some
imperfections.

The speaker
demonstrates
understanding of the
research done.

There are certain
deviations from
presentation etiquette
and academic
discourse conventions.

The presentation
does not fully
reflect the research
content.

The speaker
demonstrates poor
understanding of
the research done.
There are quite a
few deviations from
presentation
etiquette and
academic discourse

The presentation
does not reflect the
research content.
The speaker does
not demonstrate
understanding

of the research
done. Presentation
etiquette and
academic discourse
conventions are not
observed.

The student
provides little of
the information
required or fails
to complete the
assignment.

conventions.

Language The lexical and The lexical and The lexical and Numerous Mistakes in usage
grammatical resources grammatical resources grammatical pronunciation, are pervasive,
are adequate. are adequate. resources are not lexical, and distort meaning and
Functional clichés are  Functional clichés are  quite relevant. grammatical prevent effective
employed. employed. Functional clichés inaccuracies impede = communication.
There are no any There are minor are virtually not communication. The student’s
lexical, grammatical lexical, grammatical used. There areno  Functional clichés language
and pronunciation and pronunciation more than 3 cases are either absent or is basically
inaccuracies. Terms inaccuracies which of term misuse. used incorrectly. incomprehensible.
are generally used do not impede There are more than
correctly. communication. 3 instances of term

Terms are generally misuse.
used correctly.

Delivery Natural, confident Clear voice, generally Low voice, Mumbles the words,  Constant
delivery that does effective delivery; occasionally audience members in  hesitations and
not just convey the minimal distracting inaudible; some the back can’t hear problems with
message but enhances gestures, etc., but distracting filler well enough; too pronunciation
it; excellent use of somewhat monotone. words and gestures; many filler words; cause
volume, pace etc. articulation mostly, distracting gestures; = communication

but not always, breakdown.
clear.

Mechanics The slides are clear, The slides are relevant  The slides Presentation Used no visuals.
well-designed and and designed well are irrelevant, etiquette is not
not overloaded with enough. overloaded with observed. The
information. There are minor text student attempts to
The slides fully reflect imperfections or not informative,  read off the paper
the presentation regarding font, color, not meeting and/ or slides.
message. images, and visual academic The slides
There are no factual effects. presentation are irrelevant,
mistakes on the slides. conventions. uninformative or

absent.
Timing The timing is The timing is observed  The timing is The timing is The timing is not

observed and balanced
in accordance with
the presentation.

and balanced in
accordance with the
presentation.

observed but
imbalanced.

poor, e.g., only the
introduction was
presented.

observed.
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Education has been regarded as the backbone of human advancement in all areas of activities as
the ultimate goal of education is to develop better citizens. Online Education has been known as
the alternate approach to learning. The outbreak of Covid-19 virus has infected all nations in the
world and debilitated all areas of human activities, hence, education was not an exception. The
dominancy of online education in Iran experienced a breakthrough during Covid pandemic and
like other activities, it witnessed a fragile stance, and, in a nutshell, reality was far from ideality.
The present study aimed at depicting the adversities exerted during the implementation of
Online Education in Covid pandemic era and the term Shielded Online Education could vividly
justify online programs in higher education. Learners showed an astonishing accomplishment
attending shielded fashion of online education in Iran in such a way that a new definition to
the notion of resilience could be introduced. A resilience questionnaire before and after an
online course in the second semester of the academic year 2020-2021 was conducted with 60
junior undergraduate EFL learners majoring at Translation in Islamic Azad University Tehran.
The Resilience Questionnaire was collected from control group and the experimental one. The
data obtained went through quantitative data analysis confirmed that shielded online courses
outperformed significantly in enhancing the learners’ resiliency in Covid era and what was
gained was far beyond what was expected. The education stakeholders, policymakers, teachers
and syllabus designers could benefit from the findings of the present study which in turn could
shed light on the ins-and-outs of the maneuverability aspects of better enactments of online
courses through online education.

Keywords: shielded online education, Covid pandemic, resilience

Introduction

The societies in the world experienced a devastating period in 2020 due to Covid-19 pandemic hence the field
of education was not an exception. It is taken for granted that learning agenda is a dynamic process and it never
stops and could never be stopped. Covid virus has been a fatal issue which hindered the education realm to a
great extent, but the dynamic nature of the education agenda could not tolerate any halt in between. The
advent of distance learning with the help of computer sciences has long been the focus of attention for scholars
and specialists in education. The emergence of Covid pandemic made stakeholders and policy makers in
education field focus on online learning as the best and last resort to the popped-up pandemic. As scholars
believe that the notion of online education has been on the fringe for so many years, hence, Covid outbreak
made it the mainstream trend in education (Chakraborty et al., 2020). Much like other countries, Iran followed
the same prescription, and the internet and telecommunication infrastructure were employed to run and
survive the educational system and to turn the Covid challenge and threat into a brand new opportunity in
order to dodge the situation imposed in the most proper fashion. Of course, the confusion and the anxiety
prevailed in Iran both medically and educationally (Fardin, 2020) along with the great concern to control the
pandemic due to the geographical extent of Iran (Abdi, 2020) and the wide distances among provinces had
exacerbated the situation. There have been three semesters up to now that online education is prevalent in
Iran academic and educational zone. The present study was conducted in the second semester of the academic
year 2020-2021.
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The notion of adversity and adversity quotient as a real ingredient of individuals in 21%t century was first
proposed by Stoltz (1997). To Stoltz, the world is replete with bunch of adversities and different individuals
may respond differently once encountering an adversity. The point is that adversities could not be predicted or
forecasted in advance and in any form. The adversity quotient (AQ) was also his exclusive proposal and drew
the attention of many scholars and practitioners. According to Stoltz, AQ is the power of facing adversities and
difficulties and it encompasses three categories of climbers, campers and quitters. The adversities such as the
outbreak of Covid-19 might have had great influence on the trends of lives by many people around the world
and one could barely find those equipped with AQ who turn obstacles into opportunities. Educational systems
replaced traditional methods for online education (Liguori and Winkler, 2020). The emergence of online
education as an inevitable must in academic and educational realm was once touched by learners and even
some instructors as quitters. The prolonged process of exploring the Covid vaccine made most educators
welcome online education as the Hopson’s Choice and follow the guidelines. The second academic semester
which was also announced to be held in online fashion somehow convinced most educators as online education
could be the best and last resort to the Covid pandemic in academic realm. So, the population of the quitters
hopefully shrunk and there were two categories of climbers and campers left. Unbelievably, the population of
the climbers were many times as much as the campers and the researchers in the present study found the
reason behind such contamination of academic population towards the resilience and accepting climber
position rooted in the advantages of utilizing shielded Covid online education in academic realm and in the
present paper, the researchers would justify such findings using data collection and statistical analysis as
follows.

Literature Review

The importance of education is so dynamic and high by nature that it should not be delayed due to any
deficiencies such as the pandemic infectious diseases as SARS or Covid-19. The distance mode of learning is a
justifiable substitute in order to make up for the notion in emergencies. The significance of distance learning
and online education provide room for the geographically isolation of the classroom elements and the
instructors may conduct classes far from the presence of learners and the construct of distance may affect
learners not to be able to establish proper connection to the agenda (Suen & Parkes, 1996, cited in Lee & Chan,
2007).Such deprivation from social interactions and socio-cultural factors might in turn hinder the process of
learning to take place properly (Lee & Chan, 2007). The routine classroom settings afford active interactions
between teachers and learners in an ongoing fashion, hence in distance and online classrooms such interactions
and involvements of the learners in the learning process are absent. It is worth mentioning that the active
interaction mentioned above was of all kinds. Even tea-time or leisure times are significant in the face-to-face
learning environments. Cracking jokes or establishing rapport work. Sense of humor in the academic world
might signals creativity and supportive course of actions. Of course, online fashion of education through which
learners lack active presence in real classrooms might be regarded as humor hindrances and barriers (Heidari-
Shahreza, 2020). Of course, it is educationally taken for granted that online learning would be different from
emergency remote teaching, while online education would be more sustainable and is preferred once the
instructional activities render more hybrid, provided that the challenges imposed during Covid pandemic be
well explored and transformed into opportunities (Adedoyin & Soykan, 2020). Chen and Martin (2007) believe
that different learners may interpret behavioral reflection such as humor differently and might display different
attitude. The attitudes and feedback of learners to the contexts might become out of the control of the online
teachers, but what signify are the contextual factors which make humor stances understandable (Mireault &
Reddy, 2016). Of course, the teachers are equipped with the proper knowledge and experience to manage the
online classes and the deformation or the reconstruction of the learning environments might least affect their
management and control of the scene, i.e., the teachers get involved in a new fashion of practice as online
fashion. It is as if in online classes, the education system is not altered fundamentally, but re-wired and re-
engineered to adapt to new academic style which is immersed in technology and smart devices.

As the shortcomings, learners in distant and online learning are deprived of active interactions with peers and
other classmates which might act as dampers and hindrances to learners’ motivation and enthusiasm (Hutton,
1998), and that is the reason why learners in online classes demand a higher degree of initiatives and mental or
psychological resilience above and beyond those required in routine traditional classes (Reeves, 2000; Essadek
& Rabeyron, 2020; Savage et al., 2020). Henceforth, Computer Assisted Language Learning (CALL) might be the
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core momentum in distance or online education as it has got the remarkable vantage points as needed. The
prevalence of information and the feasibility of having access to myriad of information through CALL
courseware (Wang, Chen, & Zhang. 2021) embedded into regular routine educational environments and
settings in order to maximize the uptakes of different learners with different tastes at a real-time fashion would
empower learners to challenge online classes and even teachers. Of course, there exists an underlying gentle
shift of power in establishing online courses as Shneiderman (1993) stresses that new communication
technologies provide new challenges in educational environments as learners are empowered in remarkable
ways. Like any other mutual interactions, new communication technologies offer the power shift in human
interactions as Rumble (1995, cited in Sumner, 2000, p.278) asserts technologies as the excuse in the
“distribution of power” in any fixed long-practiced interactions by individuals. This issue could be depicted
concerning the idea that knowledge is power and through being immersed in the oceans of information, the
balance of power distribution is agitated and in most cases such as online education, the power balance
equation would experience a new equilibrium. It is as if the authoritative role of teachers in online classes
would be lost or shrunk as a result of the power loss they experience.

Along the advantages of the online courses, distance and online education suffer largely from the high rate of
drop-outs (Kember, 2003). Peters (1992) asserts that the definition for drop-outs encompasses those who also
attend online classes but “does not sit examination” (p.235). There might exist many problems resulting in
online education drop-outs, but more significantly the radical reason behind such phenomenon might be
rooted greatly in the physical isolation and dispersed attendance experienced by the online educators (Lee &
Chan, 2007). Considering academic online education during Covid pandemic in Iran, many instructors
witnessed and complained such lack of having a sense of belonging to university and academic atmosphere
from the learners’ sides. Scholars believe that such perception of not belonging to scholarly community (Wang,
Bergin, & Bergin. 2014) would result in vanishing the motivation and enthusiasms of learners in perusing their
academic progress. Such dissatisfaction or confusion from the learners’ side might be rooted in the mismatch
in online teaching by professors experiencing a great shift of transition from accustomed knowledge
dissemination into online fashion of teaching (Maggio, Daley, Pratt, and Torre. 2018.; Chakraborty, Mittal,
Gupta, Yadav, and Arora, 2020).

The social context in online education seems to be ignored as policy makers put more emphasis on the
dominancy of online education for the sake of surviving the situation and for the academic world to dodge the
Covid pandemic in no time. The truth is that reality is far from ideality. What happens in practice has a long
way to be documented and turned into body of knowledge for further study. The environmental effect of the
classroom settings is part of the social factors affecting learning process. In academic settings Learners wear
formal cloths and attend formal educational settings in routine classes. The academic atmosphere learners
inhibit and enjoy on a span of time during academic semester could be regarded as part of learners’ social
identity (Pierce, 1996), the notion ignored during Covid pandemic online education. Learners put on their
casual cloths and attend online classes in the most informal manners and positions as possible which may in
turn affect the social identity of their presence in online education. Such notion might be considered as the
lack of feedback from peers, lack of motivations, and negative emotions (Patricia, 2020). Having the slightest
feedback from peers and experiencing lack of motivation or even negative emotions that come from the
solitude fashion of learning may hinder the process of learning in online education from actively taking place
what was prescribed and expected.

There has been a plethora of research in education realm which delve into the great shift of attention from
teacher-centered to learner-centered education, spotlighting the notion of autonomy. The studies conducted
in Asian countries in this regard have been numerous such as those in Japan (Mitchell, 2017), Iran (Papi, 2010),
Pakistan (Islam et al. 2013), and China (Liu and Huang, 2011) which all confirmed the notion of autonomy to
play a pivotal role in recent years. The notion of autonomy was also followed in distance and online education
(Tullis & Camey, 2007). Henceforth, the emergence of Covid pandemic has revisited the notion of autonomy
with a new definition to what Holec (1981) proposed autonomy as, “the ability to take charge of one’s learning”
(cited in Thanasoulas, 2000). The Covid pandemic draw a new sub-branch of autonomy in online Covid
pandemic education where the blind learners should become capable of taking charge of their own learning
process to be taken place in time and be followed in an idiosyncratic pattern judged by the learners to be
suitable to certain knowledge dissemination taking place in real-time fashion in online classes. The educational
settings in Covid pandemic seem to be distorted to the extent that rarely the established formula deem to work
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and render applicable. Ribeiro (2020) highlighted that this digital transformation of instructional delivery in
Covid era came with new challenges and attitudinal medications and the truth is that education system is
highly susceptible to external dangers (Bozkurt & Sharma, 2020). There are no vivid clear-cut clue works for all
the Covid online educational settings and there seems to exist a sense of uncertainty theme prevalent in the
body of the online settings.

What exacerbates the insecurities (Kinzie, 2010) experienced by online and distance educators lies in the lack
of prompt feedback from the professors, the lecturers and the peers in comparison to the regular face-to-face
classes because some of the problems prevail in routine classes are simply rectified by the clues provided by
peers and classmates, and some are left untouched to be rectified by the instructors. Professors are
recommended to provide some flexibility to students attending online courses (Mahmood, 2020). The
implication of various technology-based applications has smoothen the process but has not yet compensated
for the absence of peer feedback as scholars believe that: “there was still no affordable way for them to
participate in synchronous interactions which were flexible as to time,fluency and the numberand composition
of participating groups.” (Kotter, Shield, & Rodine, 1999 cited in Hauck & Haezewindt, 1999, p. 47)

Lack of flexibility (David, 2011) could be regarded as one of the underpinning hindrances to online education.
To be honest, most teachers and instructors might suffer from the technological infrastructures needed to
establish a proper ground to hold online classes in Covid pandemic satisfactorily. In a study conducted just
before the Covid-19 pandemic, Lembani, Gunter, Breines, and Dalu (2020) found that a digital divide between
urban and rural areas exists, and students in rural areas often do not have adequate access to digital data bases
and information or communication technology. Grishchenko (2020) also pinpointed that sustained access to
digital technologies is an important prerequisite for online education and economically disadvantaged
individuals like those living in rural areas often suffer from their limited or lack of access to digital technologies.
Considering the scenario and incapability of learners to adapt themselves to the online education prerequisites,
some instructors might follow certain policies just followed in routine classes and the moment learners could
not respond or not have the secure connection to respond to the proposed item by the instructor might lead to
losing some point and receiving some negative marks from the instructors. Such behaviors and hasty feedbacks
might lead online learners to lose their enthusiasm and in turn de-motivate them to a large extent. So,
flexibility should be applied and dominated from both sides of teachers and learners in order to establish a
mutual understanding of the attended situations of online education in Covid pandemic. Of course, if there
exists any prompt visual feedback, the scenario would be different and the teachers would show proper
understanding of the occasion in due time.

Covid Online versus NON-Covid Online Teaching & Learning Circumstances

Online fashion of holding classes is not the issue raised merely due to the Covid pandemic situation, but the
emergence of the online classes and courses might go back to the introduction of computer software into
educational realm. Hence, the construct of online classrooms has experienced a great shift due to Covid
pandemic. The Covid-19 pandemic provided both teachers and learners with the opportunity to introduce
digital learning (Dhawan, 2020), the opportunity to be motivated to enhance digital competency and to remain
relevant in modernity (Omotayo and Haliru 2020). Just like any other breakthrough in the world such as World
War II, two courses of actions regarding online classes could be considered as Online courses before Covid and
Online courses during Covid pandemic, to put it into a proper fashion as: Ante-Covid and On-Covid Online
courses circumstances. The advent of online courses was inaugurated once the distances between the specialists’
locations or institutes and foundations and the people who were in need of obtaining certain knowledge were
so far. There was no financial briefing or economic justification for asking the specialists to take the burden
and travel so long and, for instance, spend two days for just conducting a 4-hour course.What prevails in the
afore-mentioned scenario bests depicts the shift of online courses before and during Covid pandemic. In Ante-
Covid circumstances, people enrolled in a course get together in a learning environment by an institute or a
learning center, then they attend an online course together in the presence of an absent instructor whose
presence was available through the monitor screen and the internet-based communication. In Ante-Covid
online courses, classes were conducted regularly in the axis of two notions of TIME and PLACE, i.e., the two
notions of time and place were followed and observed. Only the presence of the instructors was online in the
Ante-Covid online classes. The point is that the learning environment was attended, observed and established.
The learners could enjoy the sense of a real classroom with the same discipline as the regular one. The question-
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and-answer atmosphere was also established through online classes and the real-time classroom standards
was compatible with those of the ordinary classes and courses. The notion of presence in the place of education
as one of the significant factors in learning process was observed and available then.

In On-Covid pandemic online courses, the notion of PLACE is ignored and left untouched. Learners would
experience a learning process even in their bedrooms or workplaces as the classrooms. What exacerbates the
situation is that learners would have the slightest idea what could be the trend of the course just because the
immediate or ongoing feedback from peers is omitted or vanished in On-Covid online classrooms (Patricia,
2020). That is not the case for the teachers as they are placed in virtual classrooms and the instructors and
teachers observe the classroom settings because they could slightly sense such a class by looking at screens
before them and noting the enrolments and the list of the attendees in their classes, but what is happening at
the other side of the online lines? It is shielded for both sides. Do learners really enjoy and usurp the presence
and attendance of their peers? Do they have or could they enjoy any panel discussion? The students might have
had acceptable performance for not losing the academic year; hence the radical issues need more investigations
(Hasan and Bao, 2020). Of course, in some courses and in rare cases, panel discussions could be available, but
such availability is established at the expense of loosing time, energy, the internet connections and a lot more.
Here it means the respected feasibility is highly required in order to have online panel discussions or follow
any peer correction agendas. In reality, the probability estimate of such utopia is near zero. The dark side of the
issue is that no one raise or care or at least spotlight the notion of PLACE as the missing point in boosting the
running online education in On-Covid pandemic era for the stake holders or specialists and policy makers in
order to pinpoint the issues in their minds and conduct studies in order to eradicate or smoothen the learning
process in such a way that learners get involved in the sense of attending realistic virtual online classrooms
just the same as the real classrooms with certain established rules and regulations. It is as if “six of one” and
“half a dozen” both imply one single concept of “six”; hence the cumulative uptake due to the impression of
enjoying adjacency by individuals is dodged once individuals attend online courses in solidarity.

Weak Version vs. Strong Version Shielded Online Education

Shielded online education could be considered in two important versions: Weak Version and Strong Version.
Weak version of shielded online classes refers to the condition of the figurative protective shield in front of the
learners’ face and s/he experiences a sense of being guarded against virus in the first place as everybody else,
but more importantly s/he senses the position of being guarded against any interference by the teachers or
instructors on the other side of the line in the online classrooms. The weak version is best experienced by
learners and most teachers may neglect such sense and consider it as a routine position of the settings in the
online classrooms just because there are not any other kinds of interactions present in such online settings. Of
course, learners might not wear protective shields while attending the online classes and the bright glass of
their electronic devices such as laptops, smart phones, computer devices or tablets would act as the shield
between the instructors and the learners as the attendees of the online classrooms. Such absence of direct eye
contact could be regarded as the proper shield on the side of the learners to compensate for any shortcomings
from their own sides. Such notion might be best justified by the shield to cover the online learners’ anxiety and
distress they suffer while attending online classes (Essadek & Rabeyron, 2020; Islam et al., 2020).

The strong version of shielded online education is the figurative protective shield being worn by the instructors.
Of course no one of the professors wear a protective shield while teaching online classes but here again the
shield or the display screen and camera lens could be regarded as the figurative shield which impedes the
prompt contamination or formation of knowledge bridge to take place and the instructors would not have a
prompt online feedback from the learners’ side to check and ascertain promptly whether they follow the
instructions provided by the instructors regarding the subject matters for the learners in online classes. Of
course, instructors and teachers may use innovative tools and techniques for the students in order to keep the
teaching-learning process on the right track (Arora, Chakraborty, Bhatia, & Mittal, 2020). The online classroom
settings are so much alike talking to a bunch of learners each seated in a far place physically and such attention-
collecting act of the instructors may fade due to such dispersed imagined positions of the learners’ in the
online classrooms. Such issue exacerbates once the instructors activate the learners’ microphones and the
ambient noise ascertain the presence of each learner in different location. Locations such as the workplaces,
behind the rolls, in the malls and markets, at homes, outdoors, etc., all of which confirm in the minds of the
instructors the concern that the important notion of learning environment is not observed by online learners.
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Shielded Covid Online Education and Adversity Notion in Practice

The notion of adversity and adversity quotient was proposed by Stoltz (1997) and it embraced educational
settings as there might exist opportunities within and inside any adversity experienced by learners. Individuals
facing adversities in life such as adversities in academic life might put on different position as climbers,
campers and quitters. The significant characteristic of adversities is the unpredictability in the nature of
adversities. Covid pandemic and the online education could be best regarded as the twenty-first century biggest
educational adversity. As proposed in the present paper that the idea of shielded Covid online education has
got a new definition with new dimensions and pitfalls. Of course, the obstacles and opportunities in Covid
online education are not fixed to be predictable for each learner. The related literature in Covid educational
realm is high yet demanding and unorganized to the extent that various categorization could be applied to the
issue at hand. What signifies here is that the rule of thumb is applicable both in space and on Earth. That is to
say, the rules and regulations are fixed and applicable even to Covid pandemic era, hence the input data might
seem bewildering and vague due to lack of literature in this regard. One of the demanding issues in this vein is
the learners with special educational needs having learning difficulties, such as hearing impairment, visual
impairment and mobility disabilities, which in turn require additional training with careful support and precise
supervision. The capability to cater such educational needs could be regarded as a real educational adversity
for parents and caregivers at home or regarded as a real threat and hindering issue in the learning process of
such group of learners (Pokhrel and Chhetri, 2021).

Adversity and Resilience in Mutual Bilateral Interactions

Stoltz (1997, 2000) asserts that adversities are essential unpredicted part of individuals’ lives and declares that
without adversities, there is no story to tell. What signifies in the notion of adversities proposed by Stoltz is
that the maneuverability of individuals in facing the adversities is of great importance. Adversity and resilience
are the two sides of a single coin. In better words, resilience is the positive adaptation to adversities. The golden
phrase in Stoltz (1997) definition of adversities is the title of his work as adversity and adversity quotient is the
key in turning obstacles and challenges into opportunities. That is the philosophy behind any change in the
world that individuals should be ready at any time and any place to welcome any adversities and view them as
new opportunities which were formerly regarded and deemed as obstacles. Such stance of view is not a brand
new one, but the wording is reengineered and rewired to match and render applicable to new Covid era’s
circumstances (Bao, 2020). Regarding distance and online education, Morgan and O’Reilly (1999) urge learners
to view such model in artificial realistic world as “opportunities” model, rather than a “deficit” model (p.23).

In Covid pandemic, the world faced an unpredicted stop-point to any activities in the run and encountered an
adverse halt abruptly. The dynamic academic and educational world was also affected and led to a near-static
deposition. As the fatal Covid virus was not controllable in a short timespan due to biomedical significance, the
policy makers in educational realm decided unanimously to resort to online programs in order to keep the
educational zone in track. Like any other systems in strict-measure-periods, educational and academic realm
also faced some adversities in implementing the new trend of educational practice worldwide. Of course,
“normalizing the new normal” (Carroll and Conboy 2020) has been the great concern of educational systems at
a global scale. In Asian countries such as Iran the trouble was doubled just because the great body of higher
education demanded a giant capacity to hold five million classes online in a single session of a day. Of course,
in normalizing the new normal globally, universities in Iran could successfully meet the required standards and
conquered the adversities imposed by Covid pandemic in a gentle fashion.

The present paper aimed at touching the resilience level of the convenient sample of 60 undergraduates
studying at Islamic Azad University in Tehran. The 60 undergraduates experiencing the second semester of the
academic year 2020-2021 in Covid pandemic era were asked to answer the Resilience Questionnaire before and
after their course content in the semester, i.e., the first and the last session of the afore-mentioned semester.
The online courses opened a new horizon before undergraduates as, by the help of the teachers, learners could
turn obstacles into learning opportunities. The shielded online courses provided learners with brand new
opportunities which were rarely found in traditional face-to-face practice. The notion of face-to-face anxiety,
readiness, stress, losing face and prompt feedback could be some of them. The researchers of the present study
encountered astonishing findings that the shielded online courses outperformed the traditional face-to-face
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courses and decided to share these findings through the present paper. To conduct the study, the following
research question was proposed.

Research Question

Does online fashion of education in Covid pandemic era have any statistically significant impact on enhancing
the resiliency of EFL learners in confronting the embedded adversities?

Methodology
Participants

The subjects participating in the present study were selected through convenient sampling and the they were
60 junior undergraduates studying at Islamic Azad University in Tehran. The age range was between 19 and 33
and they all had experienced routine academic sessions in university before Covid pandemic. The Oxford
Placement Test (Appendix A) was administered for observing language proficiency and homogeneity of the 60

upper intermediate level subjects of the study. The study was conducted in the second semester of the academic
year 2020-2021 and the participants were all majoring at English Translation Discipline. As the convenient
sampling was utilized, and the participants were all at upper-intermediate level of language proficiency,
randomization had no place in the present study. The participants were informed about the aims, scope and
objectives of the present research and the confidentiality of their personal information were assured. The 60
participants were randomly divided into two groups: an experimental and a control group, and there were 30
students in the experimental group and 30 students in the control group. The language of the questionnaire
was English and as the language proficiency level was intermediate, the participant had no difficulty to take
the questionnaire and there was no need to translate the test items.

Design

The quantitative design was applied to the present study, and in order to fulfill the aims of the present study,
non-probability sampling or continent sampling was utilized and the readily available 60 upper intermediate
EFL learners in the junior level majoring in English translation discipline were asked to take part in the study.
The researchers employed the descriptive research design to determine the inter-relationship of the dependent
and independent variables. The present study which considered the educational challenges imposed to
teaching and learning agenda due to the online classes conducted in Covid-19 pandemic era had the dependent
variable as the shielded fashion of online education in Covid era, meanwhile, the independent variable in the
present study was the resiliency level of EFL junior undergraduates tested through resilience scale questionnaire.
Given the great resistance endured by both teachers and learners, some good vantage points were noticed,
examined, and highlighted by the researchers of the present study which were rooted in the underlying
question aimed at delving into the impact of shielded Covid pandemic online classes on enhancing and
improving the resiliency level of EFL learners in Iran.

Instruments

Oxford Placement Test (OPT)

OPT was used in the first session of the research time span in order to ascertain homogenous groups of
participants for the study. In order to check the reliability of the Oxford Placement Test, it was piloted with
thirty EFL learners of the same age and proficiency level attending Islamic Azad University majoring at English
translation discipline. The reliability of the OPT through Cronbach’s alpha analysis was performed, the result
(r=0.82) indicated that the test was reliable.

Resilience Scale Questionnaire (RSQ)

The instrument utilized in the present study was the Resilience Questionnaire (Appendix B). The Resilience
Questionnaire or Resilience Scale (RS) was designed and developed by Wagnild and Young (1993) and is known
as one of the best tools for measuring resilience which is considered as the amalgamation of positive personal
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attributes of individuals’ adaptation in facing adversities. The resilience questionnaire items were developed
through data collection process obtained from several systematic interviews with 24 women who displayed
healthy socio-emotional functioning followed by a great loss. Wagnild and Young (1993) identified and
categorized five personal attributes leading to resilience: equanimity (encompassing individuals’ life
background and experiences), perseverance (confronting and resisting odds), self-reliance (the individuals’
knowledge of self-strength, weak points and limitations), meaningfulness (individuals’ targets and aims in life)
and existential aloneness (the uniqueness and individualist shareable approach to the experiences of
individuals). The Resilience Questionnaire or Scale is a 25-item questionnaire with a seven-point Likert scale
with higher scores showing stronger resilience. No reversed score items were allowed and in the psychometric
measurement the mean score was 147.91. Scores above 146 should be considered high (Wagnild & Young 1993).
The RS has been translated and converted in loyalty to the contents into at least 36 languages (Wagnild 2013).
Although the content validity was subjective, Wagnild and Young (1993) hypothesized the obtained data would
fit a five-factor model. According to Wagnild (2013) alpha coefficients ranges within 0.85 and 0.94.In Wagnild
and Young (1993) the coefficient alpha was 0.91.

Verification of Scale

Concerning the reliability index of the instruments utilized in the present study, the following table (Table-1)
was systematically provided to verify the reliability of the instruments of the present study. Research authorities
such as Kline (2000) believes that the criteria concerning internal consistency of .90 should be regarded as an
excellent fit, from .90 to .70 as a good fit, and between .70 and .60 should be regarded as an acceptable fit.

Table 1

Verification of Scale

Oxford Placement Test (OPT) Resilience Questionnaire
Alpha .82 .92
Mean 15.53 23.21
SD 6.38 6.25
# of items 100 25

Needless to highlight that the calculated values for the Resilience Questionnaire as the main instrument
utilized in the present study exceeded the threshold to be considered as good fit. This means that the resilience
scale as the sole instrument utilized in the pre-test and post-test phases of the present study was reliable.
Validity of the Instruments was also confirmed prior to the implementation of the treatment and was brought
into attention in instrument section. The instrument held validation by content and face-to-face validity
methods. For validity, the instruments were also checked for any misconception by the experts and scholars in
the field.

Research Procedure

The procedure for obtaining the required data of the study in order to delve into the research question
concerning the impact of shielded online education in Covid pandemic era on improving the resiliency level of
EFL learners in Iran followed a very gentle procedure as the convenient sampling design was applied and the
readily 60 EFL learners majoring in English discipline were asked to take the RS questionnaire in the first
session of the second semester in academic year 2020-2021 and the data were collected as the pre-test data.
The participants were junior undergraduates who held sufficient language proficiency level to take part in the
study and there was no need to provide them with the translated version of the resilience scale questionnaire.
60 participants in the present study were also asked to take the same resilience questionnaire at the final
session of the class at the end of the semester and it was considered as the post-test phase of the study. The
classes were held once a week for 90 minutes for 16 sessions. The control group enjoyed routine face-to-face
conventional class with the same teacher and the same course book as the experimental group, while the
experimental group attended online education fashion of teaching and no presence was allowed to the group
members.

163



MOJTABA TEIMOURTASH, MORTEZA TEIMOURTASH

Data Analysis

To answer the research question contending whether online education in Covid pandemic era has statistically
significant impact on enhancing the resiliency level of EFL learners in Iran, quantitative data were gathered
through the instrument of questionnaire. The data collected through quantitative observations of the 60 EFL
learners in the target groups were analyzed using the SPSS21 software through descriptive statistics and
paired-samples T-Test statistical procedure was used, but as using T-Test requires checking the normality
assumptions, at first, these assumptions were checked (Bachman, 2005) to indicate a numeric summary of
occurrence of the observed behaviors and the obtained scores in target group, also to examine whether they
differed significantly.

Results
Normality Assumption - The normality of the data was measured by calculating the ratios of Skewness and
Kurtosis on their respective standard errors. Based on the results display in Table 2, it could be concluded that
the data collected in pretest and posttest phases of administering resilience questionnaire scale enjoyed a
normal distribution.The ratios were all lower than the absolute value of 1.96.

Table 2

Testing Normality Assumption

Skewness Kurtosis
Group

Ratio Ratio
Pre-RSQ 30 -0.50 -1.27
Post-RSQ 30 -0.81 -1.42

Experimental Control

Pre-RSQ 30 -0.56 1.17
Post-RSQ 30 -0.87 1.49

Pre-test and Post-test of Resilience Scale Questionnaire

The paired samples t-test was applied to answer the research question comparing the pretest and posttest
resilience questionnaire measures in the experimental and control groups. A paired-samples t-test is used
since data collection was performed from the experimental and control groups on two different occasions
(pretest and posttest of the study). Table 3. represents the results of descriptive statistics for the resilience
questionnaire scores in the Experimental and Control groups of 60 junior undergraduates of EFL learners.

Table 3

Descriptive Statistics for Pretest and Posttest of Resilience Questionnaire Scale

Test N Mean SD Std. Error Mean
Exp. 30 31.82 4.418 .835
Pretest
Ctrl. 30 31.93 5.043 1.052
Exp. 30 37.23 4.237 .801
posttest
Ctrl. 30 32.71 5.368 1.119

Table 3 shows that there are 30 participants in the experimental group and 30 participants in the control group.
The mean score of the experimental group in the pretest is 31.82, while it is 37.23 in the posttest which means
that they have made improvement. The mean score of the control group in the pretest is 31.93, while in the
posttest it is 32.71, which also means that they also made improvement but as the values indicate, the
improvement in the experimental group is more than that in the control group.
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To investigate whether the post test scores of the two groups differed from each other significantly or not, an
independent samples t-test was run to see whether the apparent difference between the two groups is
statistically significant or not. Table 5 shows the result of the independent samples t-test.

Table 4

Independent Samples T-test on Exp. And Ctrl Groups’ Pretest and Posttest

t-test for Equality of Means
95% Confidence Interval

Sig.

Mean Std. Error of the Difference t df Sig: (2-tailed)
Difference Mean
Lower Upper

§ EqualValue assumed -.348 1.332 -3.018 2.307 -.271 29 473 .810
=

B EqualValue not -.348 1.341 -3.061 2.350 -.269 812

assumed

+  EqualValue assumed 2.863 1.353 .084 5.494 -2.071 29 .238 .047
(<}

E  EqualValue not

é assumed 2.863 1.372 .007 5.572 -2.039 .049

The significance values for both pretest and posttest are 0.473 and 0.238 respectively, which are both higher
than 0.05; therefore, the researchers consider the first line in Table above which refers to equal variances
assumed. So, it can be concluded that the groups were similar at the beginning of the research and there was
not a significant difference between them in their pretests, because the sig (2-tailed) value is larger than 0.05
in pretest scores (0.81 > 0.05) and the magnitude of the mean difference is small (0.348). However, there was a
significant difference between the control and the experimental groups on their posttest score (sig. 0.047 < 0.5
and the mean difference is 2.86.). Thus, the null hypothesis of ‘shielded online education in Covid era does not
have any effects on junior Iranian EFL learner undergraduates’ resilience level’ was rejected. Thus, it can be
concluded that shielded online education in Covid era had statistically significant effect on the EFL
undergraduate learners’ resilience level, and learners in the experimental group outperformed the participants
in the control group and since the homogeneity of both groups was determined and shown, the statistical
difference between the two groups concerning the enhancement of resiliency level can be attributed to the
effect of the shielded online education in Covid era.

Discussion

The notion of distance learning and online education by implementing the computer software and applications
has always been the focus of attention by scholars and specialists in the field of Education and such notions
were looked upon as the alternative choices to regular and routine classes. The emergence of Covid-19 virus
and the dispersion of such highly infectious virus urged the education stakeholders and policy makers to
spotlight online education as the last and best resort and the proper remedy to be established and made
dominant in educational realm in the Covid era. Scholars such as Beaunoyer, Dupéré, and Guitton (2020) opined
that the digital and online learning agenda and the adaptation problems and deficiencies existed before the
Covid era, but the Covid pandemic has exacerbated and spotlighted it. The feasibility of online education in
Covid era has not yet been touched upon thoroughly because the educational and academic world is still
suffering the adverse effects of Covid pandemic. Human resources along with the internet infrastructure might
deem the two prominent agendas in this regard. Teachers’ and learners’ behavioral pattern have changed
dramatically and unnoticeably (Chakraborty, et. al. 2020).

In routine conventional ordinary face-to-face education, teachers would do their best to engage learners in the
process of the learning which is taking place. Engagements of the learners inside and outside the classroom
would be regarded as signs of academic success (Harper & Quaye, 2009). The notion of engagement in its three
important dimensions as behavioral, emotional, and cognitive engagement (Fredricks, Blumenfeld, & Paris,
2004) rendered a big deficiency in online education in Covid era. The reason behind such absence could be
rooted in the lack of the proper channel of interaction mutually and respectfully (Willms, Friesen, & Milton,
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2009; Liguori and Winkler, 2020) between teachers and learners in online classes and courses. In most cases
such deficiency might result in frustration and de-motivation (Dzakoiria, 2004) on the learners’ side which in
turn would lead to greater undeniable social losses in the society.

The online education has a lot in common with flipped classrooms to some extents in such a way that in both
approaches, the learners take full charge of their own progress, and the notion of autonomy is brought into
public attention once more (Khosravani, Khoshsima, & Mohamadian, 2020; Abdi, 2020). The vantage point is
that in Covid online education, the learners are pushed and guided indirectly to become autonomous
unintentionally. The dominancy of the online educational programs (Tsai, 2019) for the sake of compensating
for the dynamicity of education has shifted the attention gently from the process of education towards the
product of better achievements and uptakes in Covid pandemic era in which turn has urged learners more
autonomous. Whatever the cause could be, the results and outcomes are welcomed by the education
stakeholders and policy makers. Scalars such as AliSalimi and Karimabadi (2021) believe that technology-
integrated or tech-driven learning model (Carroll and Conboy, 2020) with the emphasis on enhancing the
capacity of learner engagement should be greatly considered and focused by syllabus designers and materials
developers in the new approach to learning in the third millennium.

The shielded online education might have provided the proper ground for learners on the other side of the
internet and smart devices with the stress-free learning occasions to accept and enjoy the freedom of loosing
threatening characteristics of the instructors and teachers, notions such as the eye contact, the active pursuing
questions by the teachers, follow-up questions, frustrations by the nature of the materials for instance
mathematics or algebra, and a lot more in order to make use of, or in some rare cases, abuse of the learning
environment bestowed by the Covid pandemic and establish a sense of self-achievements and academic success
in adverse pandemic situation. This is exactly the definition of resilience provided by Stoltz (1997) but in new
Covid version as a revisited definition. The online education in Covid pandemic has exerted a scenario for the
learners, a scenario with rearranged values and interconnectedness which at first sight deems big challenges
and adversities. Empirical studies conducted in Bangladesh (Khan et al., 2020), China (Jiang, 2020), France
(Essadek & Rabeyron, 2020), Greece (Kaparounaki et al., 2020), UK (Savage et al., 2020), and USA (Copeland et
al., 2021) highlighted a common notion of mental disorders of varying severity experienced by large proportion
of students during Covid-19 pandemic online education. The learners get involved in the imposed learning
situation. Little by little and turn the imposed inadvertent engagements and challenges into brand new
learning opportunities in his/her educational progress. Such courses of actions could best depict new trend of
thoughts in defining resiliency notion in educational realm.

Conclusion

The present study aimed at investigating the challenges embracing online education in the Covid pandemic
and the reflections teachers and learners display on the pivot of learning and learners’ role in accomplishing
the educational targets. The other side of the coin in the present paper was the notion of resiliency issues.
Covid pandemic as the global adversity affected the educational realm is the focus of academic debates as the
behaviors to such great adversity is out of control of the policy makers just because individuals might perform
diversely in different occasions. Resilience is the capacity to change and to welcome change as there is always
resistance to change generally. Through resiliency, all challenges turn into opportunities if individuals accept
and view adversities and challenges from positive vantage points. Even bearing such vantage points is also
required to read between the lines of the present study. The Covid pandemic and the challenges imposed to all
areas of activities especially educational and academic realm are still vague and untouched. What is clear is
that online education in a shielded fashion was the last and best resort in the status quo. Each and every point
pinpointed here could be view in two layers of fighting the issues or making use of the opportunities the
adversities provide. Any negative or contrary-to-the-norm occurrences could bear positive opportunities inside.

The opportunities provided through shielded online education widen new horizons and new platforms for
researchers and stakeholders. Of course, the focus of the present paper was on the educational challenges
encountered in Covid era through online education and the knowhow to turn them into learning opportunities.
Such documentations which are rooted in experiences should not be left alone, and after the Covid nightmare
is over, academic and educational centers along with policy makers and stake holders should propose a mixed
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method approach in a blended fashion within regular routine educational environments and settings in order
to maximize the uptakes of different learners with different tastes. The researchers in the present study do
believe that reality is far from ideality, hence they aimed at depicting the hidden irritating and debilitating
challenges underlying shielded online education in Covid pandemic and in the long run, spotlight the sunny
side of the challenges so that the resiliency of the successful participants in Covid era could be brought into
attention and in turn the findings and the trend of thoughts could shed light on the frameworks and blueprints
of education by stakeholders, policy makers, syllabus designers, materials developers, academicians, specialists
and learners involved directly or indirectly in education fields.

Concluding Remark

The findings and spotlighted issues in the present research could be valuable for policy makers, stakeholders,
specialists in education and anyone involved in the field of education. Of course, the Covid era is not over yet
and there is a long way ahead as the side effects may pop up inadvertently in the axis of time and space anytime
anywhere. The final concluding remark bears that the population studied in the present study were all junior
undergraduates; hence, each semester, young novice learners commence their study at universities in different
discipline. The researchers do believe that if the subjects of the present study were new beginners and freshmen
at university who had the slightest idea on the academic settings and atmosphere in higher education, the
results could be challenging in nature, and it is sensed that the need to delve into the challenges of freshmen
students in Covid era is demanding and needs thorough investigation.

The researchers of the present study do hope that the other aspects of the shielded online education in Covid
era, the notions such as learners with special educational needs having learning difficulties, such as hearing or
visual impairment and mobility disabilities roughly touched in the present study could be examined and
introduced to the ongoing trend of online education in order to empower and reinforce the educational body in
action and in turn meet the needs of the practitioners in due time.
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This paper presents the findings of a pilot study that explored the relationship between
mediation and teaching simulation activities during a postgraduate course for CLIL (Content
and Language Integrated Learning). A controversial factor of the experiment was the overall
lockdown that happened in Spain during the Spring through Summer of 2020. These extenuating
circumstances compelled the lecturers to innovate by transforming a traditional on-site
classroom practice into an online training opportunity. There were forty-two participants in
the English language training for the content teacher’s course. This pilot project was taught at
the Catholic University of Valencia. The pilot study’s outcomes were the display of feasibility
of the curricular adaptation by providing (1) CLIL teaching simulation planning, (2) teaching
simulation assessment sheet and (3) questionnaire responses, all of them closely related to
mediation and online education. The analysis of the data collected through the study outcomes
yielded positive effects of the methodology used. Therefore, the initial results suggest the
possibility of this curricular update. We recommend developing the connection between
mediation, online instruction and CLIL teacher training opportunities by applying the lessons
learned in an authentic school setting.

Keywords: mediation, online teaching training, teacher training, CLIL, teaching simulation,
Covid-19

Introduction

Since the beginning of civilisation, the concept of mediation has existed as a feasible solution to solve problems
in many different fields. Additionally, life in a globalised world requires language mediation to reach
agreements, understandings and sensitivities within our plurilingual and multicultural societies. The Common
European Framework of Reference (CEFR) promotes cultural awareness and communication skills, placing
emphasis on observing or enhancing our language capacity. The CEFR Companion 2018 version (Council of
Europe, 2018) considers that mediation or mediating communication should facilitate understanding and
accomplish a successful communication between speakers with different cultural, linguistic or intellectual
backgrounds.

One cannot deny the importance of mediation as an integral part of Vygotsky’s theory: its connection as an
explanatory self-dialogue, teacher and peer mediation is expandible and adaptable to the technology-based
mediation process (Guerrero Nieto, 2007). Moreover, the FL educator’s role involves mediation for
internationalisation (Rdsdnen, 2011) and the conceptual mediation of language between the student and the
unknown curricular content (Ball et al., 2016). Precisely the last idea is so natural for CLIL or Content and
Language Integrated Learning classrooms that we will advocate for the nexus of knowledge development via L2
and mediation throughout this study.

It should be noted that numerous experts highlight the didactic, methodological, instrumental and innovative
role of CLIL! (Coyle et al., 2010; Marsh, 2002). This method aims at achieving an equally relevant position of

L' Eurydice (2006). Content and language integrated learning (CLIL) at school in Europe. Education Information Network in the European Union
(Eurydice).
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both language and content training while teaching a curricular subject at school. Even though the CLIL
approach has at times been questioned on the grounds of the specific value assigned to content and L2 (Cenoz
et al., 2014) or certain linguistic or socio-political limitations related to the imperialistic role of certain foreign
languages (Ravelo, 2014), we strongly support its use.

Consequently, the search for a reliable method to reinforce educational mediation, knowledge and foreign
language at school successfully led to the Content and Language Integrated Learning approach. Additionally,
several studies analysed CLIL implementation in different countries and detected its positive results on pupils’
English as a Foreign Language (EFL) outcomes (Brevik & Moe, 2012; Delliou & Zafiri, 2016) or even self-
confidence to use foreign language (Simons et al., 2019). There is also a specific recognition on the part of
teachers, for whom content training in English is beneficial for students’ communicative and content skills.
However, some educators expressed their concerns about limited subject knowledge of content areas
(McDougald, 2015). Other drawbacks listed include students™ low English level, absence of teaching materials,
lack of institutional and companion support and not being competent enough in the subject matter (Pladevall-
Ballester, 2015).

In the 1990s, CLIL was promptly accepted by many European countries and first launched in Finland (Hanesova,
2015). Its adaptation brought the necessity to combine financial and institutional support and specific teacher
training (Banegas, 2012; Nikula et al., 2016; Wolff, 2012). CLIL teachers’ professional development’s primary
goal is to promote L2, CLIL methodological updates and boost their communicative and mediation competences.
Such skills as reframing, summarising, relaying information, explaining data, collaborating to construct
meaning or cooperation and interaction strategies are closely related to the CEFR Companion indications
(Council of Europe, 2018). Each aspect of communicative preparation is essential for an educator-mediator and
crucial for creating a specific CLIL teacher training course.

During this postgraduate programme, the development of communication and mediation are at the heart of
training as both play an essential role in regulating interaction and knowledge transfer due to the Covid-19
pandemic. According to a recent study of such factors as satisfaction, functional performance and learning
expectations (Ozgen & Reyhan, 2020), the sudden switch from an in-person to a long-distance learning
education format, caused by pandemic restrictions, is not the only challenge facing university students. It is
necessary to create a new learning culture that is tailored to online or mobile training platforms. Moreover,
current pedagogical mediation challenges (Cerdas-Montano et al., 2020) may be the initial point of reference
for creating communication and mediation essentials while teaching online. Having established these priorities,
the researchers address the following questions:

(RQ1) What are the key issues affecting the development of CLIL teachers’ communicative and mediation
competences?

(RQ2) How can we adapt English for content instructors” course tasks to online training?

(RQ3) How can teachers adapt the CLIL didactic unit, lesson or activity to online teaching? How can mediation
help address this?

The paper has been organised as follows. Primarily, we confirm the need for professional, communicative
development for future CLIL educators-mediators. Secondly, we explain how the pilot study was carried out by
comprising a list of materials and methods (participants and setting, training process outline, assessment and
measurement instruments). In the end, we summarise and discuss the research findings necessary to form
definitive conclusions.

Literature Review
Mediation
In the last decades, the complex process of L2 testing, learning and teaching has extended towards more

communicative approaches. Hence, there is a change in the traditional terminology from the four skills to the
four types of activity: reception, interaction, production and mediation (Lado, 1961).
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In this respect, the CEFR emphasises the importance of mediation and its social dimension «in both receptive
and productive modes since the oral and written activities of mediation make communication possible between
learners who are unable, for whatever reason, to communicate with each other directly» 2 (p. 4). It means
language is transformed into a tool to enhance communication and reciprocal comprehension (Swain, 2006;
Wood et al., 1976). Language users consciously apply and adapt a wide range of strategies to better understand,
including numerous activities varying from data collection and explanation to creating a positive multicultural
space.

The recent trend to consider learners as social agents means recognising the «social nature of language and
language use, the interaction between the social and the individual in the process of learning» (Council of
Europe, 2018, p. 27). Also, CLIL's approach implies that purposeful and collaborative tasks in the classroom
should focus on a meaningful outcome.

Within our online training scenarios, there are several features that differ from on-site interaction. In our
research, we have considered the following ones:

- in a face-to-face situation, speaking interaction provides immediate feedback or reaction. Although it is
possible that countless resources can be shared in the online interaction, it is also true that not all learners
have access to a camera, microphone, or the necessary Wi-Fi connection to engage in a simple conversation.

- another aspect related to online sessions is the loneliness of learners who usually work individually in an
environment that might involve external distractions or disruptions. Due to these circumstances, we
consider mediation necessary to meet effective communication and education targets.

CLIL teacher training

Education in the 215t century is not about performing well on academic tests at school but instead about
completing the significant commitments on key transformative competences such as creating new values or
innovating, reconciling tensions or interconnecting and taking responsibility or evaluating personal actions 3
(Raitskaya & Tikhonova, 2019). In line with this, effective and quality acquisition of an additional or foreign
language may be accomplished through various language exposure opportunities, Content and Language
Integrated Learning being such a meaningful education spotlight (Marsh et al., 2020).

Purposely applied to the field of CLIL teacher training, the definition of CLIL suggested by Marsh et al.* (2011,
p. 1) denominates it as «a dual-focused educational approach in which an additional language is used for the
learning and teaching of content and language to promote both content and language mastery to pre-defined
levels». The designation is clear as for most parts of CLIL: it highlights the dual nature of the methodology
where both parts, subject and L2, are to be advanced, relying upon pre-characterised abilities in two school
subjects, the language and the specific subject (Wolff, 2012).

Many content subject teachers (usually not EFL teachers) are responsible for content educational tasks in L2 in
Spanish state-run and private state-funded schools. The only requirement to access this position is to provide
an official certificate of a foreign language’s B2/C1 level. Nevertheless, as McDougald (2015) and Pladevall-
Ballester (2015) pointed out above, content teachers observe the language level might not be the unique factor
in meeting academic goals. The CEFR moves beyond the traditional language skills, opening to a more complex
vision that includes mediation and interaction to offer complete language learning and language use
integration (Piccardo et al., 2019).

North, B., & Piccardo, E. (2016). Developing illustrative descriptors of aspects of mediation for the CEFR. Strasbourg, France: Council of Europe. Rm.
Coe. Int/Common-European-Framework-of-Reference-for-Languages-Learning-Teaching/168073{f31.

OECD. (2019). Future of Education and Skills 2030 Conceptual learning framework: Transformative competences for 2030. https://www.oecd.org/
education/2030-project/teaching-and-learning/learning/transformative-competencies/Transformative_Competencies_for 2030 _concept_note.pdf

4 Marsh, D., Mehisto, P., Wolff, D., & Frigols Martin, M. J. (2011). European Framework for CLIL Teacher Education. A Framework for the Profession-
al Development of CLIL Teachers. European Centre for Modern Languages. https://ebuah.uah.es/dspace/bitstream/handle/10017/14881/CLIL-Frame-
work Marsh.pdf?sequence=1
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Our proposal, detailed in this pilot study, deals with the use of mediation activities in the development of an
online teaching simulation, based on CLIL principles to communicate effectively, remarking how «the
competence of the communication is at the heart» of teaching and learning (Vyushkina, 2018, p. 216).

The goal of this pilot study is to verify the feasibility of a curriculum activity adaptation empirically. Widely
used in health research and social studies (Kim, 2011; Lancaster et al., 2004), pilot studies’ importance as
small-scale testing provides valuable insights into monitoring, applying, and improving new education
practices (Baker-Henningham et al., 2009). A pilot study-based development of new methodologies represents
a unique opportunity to enhance pre-established curriculum design and adjust some of its activities to the new
situation of Covid-19 training.

Methodology
Participants and Setting

A pilot study was conducted at the Catholic University of Valencia facilities and through an online platform
from February 2020 to May 2020. A total of 42 in-service and pre-service teachers enrolled in the English
language for content instructors training course based on CLIL methodology (24 ECTS, postgraduate
qualification) agreed to participate in the research. Two university lecturers in charge of teaching two groups
(26 and 16 participants) ran the programme and simultaneously performed the research. A permanent
collaboration of these university research and teaching staff members in other academic projects or innovative
initiatives helped better understand the project aims, protocol, and approach.

Training Process Outline

The English language course for content instructors is a specific course to prepare schoolteachers for imparting
a subject in an additional foreign language. Two types of skills are being trained: the expert competency of the
effective CLIL method use and the linguistic capacity of classroom application at the B2 level of English, as per
the CEFR. The on-site course structure comprises three separate but interrelated modules. These parts include
Module 1-Methodology, Module 2-Assessment and Module 3-Materials and resources for plurilingual education.
All course materials, calendars and assessment systems were accessible on the Moodle platform and were used
throughout the training process of 18 weeks.

The course was intended to be finished without any mode switch. In contrast, due to the event of a major
obstacle, Covid-19 lockdown in Spain, our institution had to split it up into two modalities: on-campus
(February 3 — March 18) and online (March 23 - May 18). Details of the on-site and online training course
framework can be found below:

- phase 1, interactive lecturing combining presentations and seminars narrated in English offered user-
friendly input information on the theoretical and practical method foundations.

- phase 2, teaching skills development and practical hands-on activities to apply the information previously
taught.

It is worth mentioning the fact that the initial course planning established mainly face-to-face assignment
deliveries such as individual didactic unit structure presentation, materials and resources design for the same
unit, collaborative presentations on selected theoretical topics or teaching simulation activities.

In the course framework, special attention is paid to an in-class teaching simulation. This activity’s primary
goal is to guide a small group of three or four CLIL teachers-in-training from different content backgrounds
towards a progressive creation of a cooperative lesson plan. Instead of using a computer simulation programme,
we encourage educators to carry out practical activities, implement real-life classroom management techniques
and imitate a real-life training situation by teaching colleagues from other groups. This genuine scenario
makes students explore L2 and content interaction, encouraging a wholesome reflection on our trainees’
professional development.

175



OKSANA POLYAKOVA, BEATRIZ PASTOR GARCIA

Methods
The following figure provides an overview of the sequencing and methodology used.
Figure 1

Pilot Study Chart

As illustrated in Figure 1, we motivate our qualitative study method for tackling the research questions listed in
the introductory section. The process’s design consists of three interconnected components: investigation
purpose, activity implementation, and outcomes” estimations. For this research, (1) we first detected the
necessity to adapt the training curriculum and then chose teaching simulation to perform during the course
participants’ investigation. Throughout the training, (2) future CLIL students participated in a collaborative
lesson design and demonstration adjusted to an online environment. Finally, (3) to assess study results, the
trainees responded to a questionnaire, discussed their experience and both lecturers reviewed the overall pilot
study results.

Assessment and Measurement Instruments

For the teaching simulation assessment, we considered it appropriate to have student participation. There is
no doubt that peer assessment promotes students’ involvement and implication, giving them the chance to
reflect on performance quality. Accordingly, participants prepared their rubric, applying it to their teaching
simulation lesson. Each group had to think about three points to assess, varying from materials and resources
to mediation. Once the lesson had been designed, the group chose the most significant aspects for the rubric,
created the assessment sheet and shared it with their colleagues before starting their online teaching
simulation. Thus, while bearing in mind this rubric, course participants from other groups could fill in the
assessment document during the activity. The lecturer collected evaluation data and encouraged learners to
congratulate the best online teaching simulation creators on keeping the assessment process.

Also, a questionnaire was designed to observe how the pandemic situation had affected the course design. For
example, the respondents commented on suggestions to develop communicative competences, mediation,
plurilingual and pluricultural competences for teaching in English in our current situation or the main
challenges your students might face in the case of offering online training at school in the future
(communication difficulties, technological challenges, motivation or learning issues among others).
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Results

The implementation of the pilot study provides empirical findings that might be described in line with the
subsequent subdivision: (1) an example of a teaching simulation lesson supported by the mediation focus; (2)
an example of an assessment rubric to evaluate the teaching simulation proposed; (3) a questionnaire focused
on the teaching simulation and a group discussion evaluating experimental study outcomes.

Outcome 1. Teaching Simulation

Motivated by the need for content and language integration, we now introduce an example of a CLIL teaching
simulation task elaborated by a group of course trainees. The online cross-curricular lesson design’s main
emphasis was on knowledge, L2 and mediation via clear and straightforward planning. Table 1 below shows a
sequence of stages varying from introduction to a questionnaire where the mediation of texts and concepts
occurred.

The lesson plan presented the topic for an online teaching scenario and was executed during the English
language for content instructors’ course (UCV Moodle platform, Blackboard Collaborate tool). To underpin
collective mediation activities, we created a particular option for small group work.

The teaching simulation was performed in the following way. Lesson authors divided the structure into four
parts; each part was created and taught by its author. Such a realistic setting helped future content instructors
deal with every aspect of online CLIL teaching and mediation.

Outcome 2. Teaching Simulation Rubric

This study phase generally accompanies the execution process providing information on the teaching
simulation effectiveness as perceived by learners. The Healthy eating teaching simulation authors designated
the specific lesson aspects (materials, content, language, performance, assessment, feedback and mediation)
for being measured by other participants, as illustrated in Table 2. After each teaching simulation activity, this
assessment sheet was handed out to participants to ask their opinion about the training. As we have already
explained, the students had previously prepared the rubric and it was branded as a questionnaire to maintain
data privacy.

Table 1

Teaching Simulation Planning

Topic: Healthy eating

Cross-curricular online lesson plan for secondary school pupils

Authors: four secondary school / vocational training teachers (cooking, occupational training, computing, marketing & economy teachers)
[All materials and resources presented below were carefully designed, produced and organised by the group members under the
supervision of the course lecturer]

Activities planned Mediation done by learners [according to the categories established
by CEFR 2018 & Piccardo et al. (2019)]
0. Introduction Mediating a text: processing a text in speech

A short video presenting the lesson plan: food vocabulary, food
groups, frequency of consumption of each type of food

1. Vocabulary Mediating a text: processing a text in speech & visuals; translating;
1.1. Video presentation of the lesson vocabulary (6 mins): note-taking
images, written word, pronunciation

1.2. Short visual vocabulary presentation (visual presentation,9 Mediating a text: processing a text in speech & visuals; translating;
slides on Genial.ly): note-taking
food groups

1.3.It’s time to play Mediating concepts: collaborating in small groups; managing
Vocabulary game 1, general food vocabulary (leariningapp.org) interaction; collaboration to construct meaning
Memory card game for reviewing vocabulary taught
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2. Activate
2.1. Short video reminding food groups and introducing
nutrition value of different types of food

Mediating a text: processing a text in speech & visuals

2.2.3,2,1, start!
Vocabulary game 2, food groups (leariningapp.org)
Extra: a short video presenting and explaining correct answers

Mediating concepts: collaborating in small groups; managing
interaction; collaboration to construct meaning.
Mediating a text: processing a text in speech & visuals

3. Practice
3.0. Short video presentation, general information about the
food pyramid

Mediating a text: processing a text in speech & visuals; translating;
note-taking

3.1 Create your food pyramid (a pyramid template available)

Mediating a text: expressing a personal response to a creative task

3.2. What is in the NAOS (Strategy for Nutrition, Physical
Activity and the Prevention of Obesity) pyramid?

Online matching game: different types of food and various
types of consumption (daily, weekly and occasional)

Mediating concepts: collaborating in small groups; managing
interaction; collaboration to construct meaning

3.3. More information about NAOS pyramid - recommended
food consumption (6 slides, Genial.ly)

Mediating a text: processing a text in speech & visuals

3.4. Writing task

Compare the Naos Pyramid with the pyramid that you have
created in the previous exercise and write your conclusions (75
words, a template is available)

Mediating concepts: collaborating in small groups; managing
interaction; collaboration to construct meaning.
Mediating a text: processing a text in writing

4. Check
4.1. Final quiz (Kahoot game)
Extra: a short video presenting and explaining correct answers

Mediating a text: processing a text in speech & visuals; translating

5. Questionnaire
Healthy food lesson questionnaire (Google Forms, 6 questions
about the lesson structure, content, design and organisation,
technical issues, timing and usefulness of the activities).

Mediating a text: processing a text in writing

Table 2

Teaching Simulation Assessment Sheet

MATERIAL -
Are the materials used appropriately to the age of the student?
Are the materials suitable for students’ interests and needs?
Are the materials stimulating for learning?

CONTENT -
Is there any specific content for children with specific needs?
Is the content meaningful for their daily life?

Is there a clear structure for the content?

LANGUAGE ACTIVITIES -
Do the activities allow interaction?

Is the language used appropriately for the level of the student?

Has fluency been worked on?

Do the students spontaneously use the second language for
learning?

PERFORMANCE -
Is it a dynamic performance?

Is it a performance with a coherent structure?

Has it been inclusive for all the students?
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ASSESSMENT - 2 3 4 |'s

Is the assessment adapted to the content? X

Is the student an active agent in his/her assessment? X

Have the activities been appropriate for the students? X
Could another teacher carry out the class? X
FEEDBACK - 2 3 | 4

Has the teacher allowed the students to express feedback? X

Has the feedback been constructive? X

Have the teacher’s corrections helped the student’s reflection? X

MEDIATION - 2

Is there a specific mediation activity? X

(9]
S
v

Are there any oral mediation activities? X

Are there any written mediation tasks? X

Outcome 3. Questionnaire

The evaluation of the teaching simulation experience related to the mediation and online training was
conducted by questionnaire. According to the data available, 35 respondents to the poll expressed their
opinions by answering the following three open-ended questions:

1. What are the main challenges you and your students might face in the case of offering online training
and mediation? The participants consider that the most critical challenges are associated with «lack of
knowledge» or «lack of attention». The solutions involve good access to new technology, training
courses and mediation activities due to the lack of necessary or optimum teaching conditions.

2. Canyou suggest an example of a task or activity designed for your lesson plans that you might adapt to
the online CLIL teaching and mediation? All learners could offer an example requested (mediation of
texts or concepts embedded in various content and language tasks).

3. Suggestions to develop communicative competences, mediation, plurilingual and pluricultural
competences for teaching in English in the current pandemics’ situation.

Responses to this question included videos, games or other educational material available online.

Discussion

In designing our pilot study, we strongly relied on existing work from several distinct areas. The concept and
importance of mediation in second language acquisition, content learning and teacher training have been
visualised before in the literature (Council of Europe, 2018; North & Piccardo?; Vyushkina, 2018, among others).
Continuing with this rationale, we developed a curricular adaptation for combining a CLIL postgraduate course
with special instruction on mediation. Instead of addressing mediation from the mentoring point of view
(Orland-Barak, 2014) or assessing the mediation role of L2 teachers (Azadi et al., 2018), we fostered it through
the training of trainers. Finally, the online teaching simulation process was the practical choice for the overall
lockdown situation in Spain.

To our knowledge, this research represents the first attempt to implement mediation within a curricular setting
and raise awareness of its further applied use in content and language teacher training. Fulfilling this complex
type of postgraduate instruction during the overall lockdown in Spain compelled lecturers to transform a
traditional on-site classroom practice into an online training opportunity. Furthermore, the pilot study has
demonstrated the feasibility of the curricular adaptation proposed. In the current experiment, 42 future content
and L2 teachers took an active part in a new activity — an online teaching simulation with a particular focus on
mediation. However, further research is needed to employ this approach in other cultural, educational and
technological settings.
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Our pilot data verified the viability of the initial design of the experiment, consisting of three major points: to
determine the feasibility of the curricular adaptation (1), to perform the collaborative lesson planning activity
(2) and to pilot the measurement instruments and analyse the pilot process results (3). We are dealing with a
creative training process on the university level and that makes us present empirical evidence, including the
lesson plan, rubric and questionnaire.

The stages of this pilot study exhibit the techniques and proceedings of an exploration venture. While higher
education course design contemplates utilising various plans, we include pilot testing of a specific training
activity where general education principles, specific learning and assessment tools and overall quality
standards apply. Thus, this experience can contribute to teacher training and content and L2 education,
reinforcing the pedagogical value of mediation and online professional training.

Conclusion

The choice to direct a pilot study before introducing a significant curricular design modification might be a
troublesome one for lecturers, course coordinators and academic directors. The current Covid-19 situation
offered a unique opportunity of piloting new training approaches supported by the capacity-building framework,
communicative competence development and mediation. Hence, at this stage, it appears that our pilot study
has helped to address the initial research questions whose conclusions are summarised in the following
manner:

(RQ1) Regarding the major challenges influencing CLIL educators’ communicative and mediation competences,
we observe mainly technical or methodological constraints at the beginning of the training process. Theoretical
and practical preparation enables learners to overcome these difficulties, although we also reckon the on-site
educational programmes might be more flexible for the online process.

(RQ2) One way of adapting course tasks to online training is a progressive modification of the assignments:
from on-site to online. In general, learners remarked very positive opinions on the effectiveness of this process.
Thus, we recommend involving the students in the process.

(RQ3) Adapting on-site to online teaching is a challenge that should often involve mediated communicative
activities to enhance reciprocal comprehension.

Based on our information, this study is the first encounter with the theme of Covid-19 curricular adaptation
from on-site to online teaching with new patterns to meet quality teacher preparation and mediation. Our
study has allowed us to implement an activity that, although had been thought to be on-site, had to be carried
out online and prove its feasibility successfully, according to the results obtained from the assessment sheet
and feedback.

The analysis of the responses obtained shows how the project has achieved its goals of fostering mediated
competence to replace the on-site sessions. Regarding the qualitative data obtained from the questionnaire
and rubric, it is clear that the participants generated positive feedback. The most significant achievements we
would like to highlight are the involvement of all the participants in their teamwork and linguistic enhancement.
The Moodle platform and BlackBoard Collaborate use let them create several groups to work independently
inside the session. Furthermore, the learners were able to prepare their teaching simulations with the help of
Google classroom, which encouraged them to share different learning tips.

Despite certain study limitations (a small number of participants, a necessity to design more detailed
questionnaires), we recommend developing a practical guide for CLIL mediation instruction and using online
teaching simulation in further training options. The lessons learned in this pilot study can be applied for
creating content and language practice workshops, including continuous professional development
programmes.
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In response to the Covid-19 pandemic, education systems around the globe suspended on-
site classes and transitioned instruction to various remote environments, creating a distinctive
context for teaching and learning. This systematic review brings together the available research
in language education within the current emergency setting to examine the state of affairs,
as well as the situation’s inherent challenges and opportunities for language learners and
teachers. A total of 38 studies were collected to reflect the current trend, with 16 of these in-
depth reviewed. Research focusing on learners was dominant. Most research was conducted at
the tertiary level. The studies highlighted digital tools that are capable of engaging language
learners in an interactive learning experience, though they are unable to replace face-to-face
instruction. Outside-of-class support such as extra channels of communication, self-access
language learning (SALL) materials, and advising in language learning (ALL) were all found
to complement remote learning. It is recommended that teachers try to retain their teaching
principles and put them into practice regardless of the abrupt transition. Teachers’ wellbeing
can be promoted when teachers accept the changes and see them as opportunities.

Keywords: Covid-19, emergency remote teaching, language education, online learning,
systematic review

Introduction

Late 2019 saw the greatest challenge humankind has faced in its history: the outbreak of a novel coronavirus
(Covid-19), which was shortly later characterised as a pandemic. At the time of writing, there have been 111
million confirmed cases, with the loss of 2.46 million lives. As well as health and economic crises, the pandemic
has also caused the largest disruption to education systems in the world’s history, affecting 1.6 billion learners
in more than 190 countries!. Educational institutions were temporarily closed in an attempt to minimise the
adverse impact of the pandemic, bringing about a transition in the mode of teaching delivery from on-site to
remote instruction that, in most cases, relied heavily on digital resources. Various efforts and arrangements
were made to support the continuity of education. Classroom teachers all over the world, despite the very
limited experience with remote education, have been dedicated to maintaining access to learning for all
students.

In language education, engaging learners in the sudden transition to remote teaching has been a challenging
task (Gao & Zhang, 2020; MacIntyre et al., 2020; Moser et al., 2021; Thumvichit, 2021). The pandemic has
created a distinctive context for the remote teaching of language (Moser et al., 2021). Though distance
education has existed for centuries, implementing it without adequate time for preparation, warning, resources,
and the implementation has been far from simple. The intersection between the Covid-19 crisis, the abrupt
shift to remote education, and language education in particular can shed light on future research directions
and practice in difficult times. This review is designed to create a reference point, generating fresh insights
into language education in emergencies for educational leaders, teachers, students, and researchers. It is
important to note that conducting a review of research in a developing disciplinary area is more complicated
than conducting one in a “mature” disciplinary area (Li et al., 2020). Language education in emergencies is not

1 United Nations (2020, August). Policy brief: Education during Covid-19 and beyond. United Nations.
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yet well defined, and therefore conducting a review of this area requires careful thought and a clear scope to
handle the complexity. This review covers a range of both L.1 and L2 educational contexts.

The Abrupt Transition to Remote Teaching

Digital tools for teaching and learning are not new, but using them in restricted conditions (e.g., with resource
constraints, time limitations, information asymmetry) poses unprecedented challenges. Teachers have
struggled to find methods that can help them sustain education and keep their students engaged during the
suspension of face-to-face classes. The difference between the types of distance and online education that we
have been familiar with for a long time and the abrupt transition to remote teaching is that the former usually
includes a sufficient preparation period. In contrast, the latter is a short-term and sudden solution to education
during calamities such as natural disasters, wars, epidemics, and so on (Moser et al., 2021). The latter type of
shift occurs ‘when teachers and students are not accustomed to using online platforms and technology’ (Russell,
2020, p. 339). Emergency remote teaching can take on various forms, including radio or television broadcasts,
online platforms, and mailed learning materials. Emergency remote teaching will never share characteristics
with planned distance education (Moser et al., 2021). While the function of distance education is to provide
access to learning when learners and information sources are separated by time and/or distance (Nwezeh, 2011),
emergency remote teaching is about creating short-term access to learning while constrained by a crisis, rather
than (re)creating an instructional ecosystem?. Distance education is characterised by the flexibility it offers to
students, including the choice of modality (e.g., fully online, 50% online, 25% online), place (on campus, at
home), and pace (self-paced, class-paced). Emergency remote teaching, on the other hand, does not provide as
much freedom as distance education does because it is constrained by national and institutional policies. For
example, some teachers are asked by their institutions to record lessons and post them on the institutional
platform so that students without access to the internet can study when the opportunity arises.

Forced remote teaching has considerably affected language teachers’ ideas about education and language
pedagogy (Gao & Zhang, 2020). Since language learning is by nature a discipline in which students are expected
to interact with their teachers and peers, engaging students at a distance is inevitably challenging. Teachers’
experiences may vary according to context. Resource-rich contexts allow a pleasant learning curve for obtaining
technology skills and adjusting teaching approaches®. Conversely, in limited-resource contexts, teachers may
find themselves struggling for alternative modes of communication and instruction. Although the interplay
between the pandemic and language education has received a large amount of research attention, the research
community still lacks sufficient knowledge to build an understanding of the overall picture of this event. We
posit that emergency remote teaching deserves investigations in its own right, and that it should not be
stereotyped as ordinary distance learning.

The Closures of Educational Institutions

Educational institution closures are a common response to crises. Previous discussions on the closures
resulting from severe weather conditions or natural disasters provide some useful information relevant to the
impact of the school closures caused by Covid-19. Like severe weather conditions and natural disasters, the
pandemic took everyone by surprise, and hence disrupted scheduled classes. Closures due to natural factors are
analogous to those due to the pandemic (Kuhfeld et al., 2020). Many US studies reported that sudden closures
of educational institutions have negatively affected student achievement (e.g., Goodman, 2014; Hansen, 2011;
Sacerdote, 2012). Learning loss caused by Covid-19 may be predictable. In a similar previous case of the Ebola
crisis, the estimated number of lost learning hours per child was enormous, especially in the epicenter countries.
The follow-up impact also cannot be ignored. For example, there was a significant reduction in attendance
after schools reopened, reaching levels as high as 25% in Liberia (UNDG, 2015).

However, in the context of Covid-19, education systems put remote education plans into action instantly rather
than waiting to resume on-site instruction. Responding to a Gallup survey, over 80% of parents in the US said

2 Hodges, C., Moore, S., Lockee, B., Trust, T., & Bond, A. (2020, March 27). The difference between emergency remote teaching and online learning.
Educause.
5 British Council (2020, July). Supporting remote English language teaching and learning. British Council.
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that their children had access to learning during the pandemic*. The remote learning delivered during the
Covid-19 lockdowns has helped to offset learning loss. This, however, does not imply that at-home learning can
replace on-site learning at educational institutions. One reason is that delivering profound remote learning
remains a daunting task. Promisingly, Education Next® reported on the results of a survey conducted by the
American Enterprise Institute showing that only 20% of US district schools underperformed in relation to their
benchmarks after switching to remote instruction. At the same time, students tend to spend much less time on
their studies than they did before the lockdown. Some research efforts have addressed factors potentially
related to such issues, for example student socioeconomic status® and lack of supporting plans (Lake &
Dusseault, 2020). Based on data from the Multiple Indicator Cluster Surveys 6 (MICS6), Conto et al. (2020)
concluded that missing school during the pandemic damaged children’s learning of fundamental skills. Kuhfeld
et al. (2020) conducted a prospective analysis based on data from 3-8t graders, projecting that students would
return to schools with around 30% less progress in reading compared with that achieved in a normal school
year.

Our primary aim is to document, analyze, and synthesise empirical literature on language education within the
context of Covid-19. We intend to address the following review questions:

1. What are the trends in language education research within the Covid-19 context (which areas and
educational contexts have been researched)?

2. What are the challenges and opportunities in emergency language learning?

3. What are the challenges and opportunities in emergency language teaching?

Methodology
Design

In this review, we adopted a systematic methodology to examine a corpus of empirical research on language
education conducted in the context of Covid-19. Although various terms have been used to refer to scholarly
reviews: “review”, “narrative review”, “meta-analysis”, “systematic review”, and so on, they are to some extent
different from one another (Rose et al., 2018). “A confusion of indistinct and misapplied terms” may occur
when a review does not fulfil the strict criteria of the selected methodology (Grant & Booth, 2009, p. 91). A
systematic review is defined as a review adhering to “a set of scientific methods that explicitly aim to limit
systematic error (bias), mainly by attempting to identify, appraise and synthesise all relevant studies” (Petticrew
& Roberts, 2006, p. 9), and is characterised by a methodical and replicable process, often involving an exhaustive
literature search, the integration of search results, and the synthesis of evidence to address a question (Siddway
et al., 2019). Macaro et al. (2017) proposed five features that can be used as indicators of a systematic review.
Those features are as follows:

» Being conducted by more than one reviewer

»  Using transparent procedures

¢ Including studies through an exhaustive and reliable search process

e Minimizing bias to the greatest possible degree

«  Producing syntheses that contain vivid discussions about the reliability of the evidence

We adopted these features to ensure that the current review satisfied all of the criteria of a systematic review.

As far as individual bias is concerned, the authors of this review are a team of three scholars, all from the field
of language education with different scholarly interests. The review process consisted of four stages: searching
the literature, developing and applying criteria for inclusion and exclusion, grouping qualifying work into
research areas and contexts, and conducting an in-depth review.

4 Brenan, M. (2020, April). Over 8 in 10 parents now say child is learning remotely. Gallup.
5 Malkus, N. (2020, June). School districts’ remote-learning plans may widen student achievement gap. Education Next.
¢ Education Trust. (2020). Covid-19: Impact on education equity: Resources and responses. Education Trust.
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Literature Search

The literature search was conducted on February 6"-8%, 2021, following approval from the Institutional Review
Board on January 28", 2021. Therefore, articles published during that short time window may not be included.
The search was conducted via selected electronic databases: Academic Search Ultimate, Education Source,
ERIC, SCOPUS, and Web of Science (Core Collection). These databases were chosen because of their accessibility
and worldwide recognition. We also searched mainstream publishers’ websites (e.g., De Gruyter, Sage,
ScienceDirect, Taylor & Francis Online), on which articles commonly appear before being listed on abstract
and citation databases. Different search strategies were applied to ensure that results were as conclusive as
possible. In the initial stages, we followed Macaro et al. (2017) evaluating the retrieved abstracts and trying out
various search terms. We decided to use broad terms rather than more specific terms, even though it required
more screening work. The terms were “language”, “additional language”, “foreign language”, “second language”,
“L1”, “L2”, “language teaching”, and “language learning”, in combination with “Covid-19”, “pandemic”, “crisis”,
“closure”, “lockdown”, and “emergency”. Possible synonyms and other parts of speech were applied in addition
to the main terms. The search period was limited to articles published between 2019 and 2021. Duplicates were
removed by using EndNote.

Inclusion and Exclusion Criteria

The corpus then underwent a screening process in a straightforward manner, focusing only on actual research,
not re-hashing calls for change (Rose et al., 2020). To be included in this review, the article needed to:

*  Report empirical research

« Contribute to the effort to address the disruption in language learning brought about by the Covid-19
pandemic

¢ Be published in an academic journal

¢ Bewritten in English

Adapted from Svensson et al.’s (2008) categorisation of publications, the term “empirical research” in the
current review refers to studies that include original data. These studies are often further categorised into
qualitative, quantitative, and triangular based on their research methodologies. Empirical papers contain
methodology sections describing how the data were collected. Conversely, non-empirical papers report on
literature reviews, commentaries, researchers’ own perspectives, and so on.

All of the criteria were accepted and understood by all authors. Throughout this process, Rayyon (Ouzzani et al.,
2016)—a web application for systematic reviews—was used to enable collaboration among authors (see Figure
1). Two rounds of filtering were conducted. First, we worked together on titles and abstracts. Second, each of us
worked independently, deciding whether to include or exclude each article. In the case of uncertainty, the
article was saved for discussion. Any disagreements were resolved by discussion to the point of consensus.
After this process, a total of 38 articles were compiled that met all of the criteria. It is worth mentioning that we
identified many more relevant articles but many of them were excluded because they did not report empirical
research.
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Figure 1

Rayyan’s User Interface

Data Analysis

To address the first review question, we categorised the articles (n = 38) into different areas of focus using open
coding (Strauss & Corbin, 1998), as this method allows initial concepts to emerge from data. First, we
established research focuses for each article based on its central purpose. This often required us to go through
the whole document, rather than merely examining titles and abstracts. After considerable discussion, we
agreed on three categories: Learner, Teacher, and Impact of instruction. An experienced scholar in language
education who did not feature in the current review was invited to participate in an inter-rater reliability
analysis. A short meeting with the external coder was held to clarify the boundaries of each category and
explain the procedure. Following the coding, reliability among coders was examined using two standard indices
of exact agreement: Cohen’s Kappa coefficient (k) (Cohen, 1960, as cited in McHugh, 2012) and percentage of
agreement (PA). The calculation yielded a x value of .83, which is considered “almost perfect” (Altman, 1999;
Landis & Koch, 1977), and a PA of 89.5%. As the first review question also concerns research contexts, we
recategorised the articles by context, meaning the educational setting in which the study was situated or the
participants’ educational stages, ranging from early childhood to tertiary education.

To address the review question 2 and 3, we performed an in-depth review of 16 selected articles (see Appendix).
These articles were selected on the basis of relevance to the review questions and readability. A data extraction
grid was used, as this allows closer examination of research contribution (Rose et al., 2018). We must note that
the current review differs from many systematic reviews in that it does not pay close attention to a single
subfield; instead, it reports on what research in emergent subfields has to offer to language education during
Covid-19. In this sense, the relevant information synthesised here can be drawn upon in each research area for
a deeper insight into the state of affairs in emergency language education.

Risk of Bias

Although a well-conducted systematic review is known for its minimisation of data search and selection bias,
our systematic review was somewhat at such risk. First, our literature search was limited to databases that
presented only published articles. We acknowledge that there were unpublished works available in other
sources, such as conferences, research agencies, and websites. Missing these works may result in the “file
drawer problem” (Greenwald, 1975, as cited in Dalton, 2012), meaning that some significant research-based
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contributions to the discipline and answers to the review questions might not have been included. Second, our
search might have missed recently published articles. That is, it is not atypical for new journal publications to
be delayed in appearing in databases. Once published in journals, it may take a few weeks or so for them to be
visible in databases. The third risk has to do with search inputs. We might have missed studies that did not
contain any of our search terms in their titles and abstracts. Fourth, only written English literature was included,
meaning that relevant publications in other languages were missed.

Discussion

Language education research contributes immensely to our collective efforts to minimise the disruption to
language learning brought about by the Covid-19 pandemic. Thirty-three of the 38 studies were published in
2020 and the remainder in 2021. Thirty-six studies were conducted in L2 contexts, most of which were English
as a Foreign Language (EFL) and English as a Second Language (ESL) (n = 29). Other languages in focus included
Arabic, Indonesian, Italian, Portuguese, and Spanish.

Research Focuses and Educational Contexts

Unlike previous trend analyses of language education research (Abdel Latif, 2018; Stapleton & Shao, 2017,
Thumvichit, 2020), our analysis did not yield a wide range of research categories because we committed to the
broader focuses of research rather than specialised niches. The three research focuses that emerged from open
coding covered the studies well. Figure 2 shows that Learner was the most common research focus in the
Covid-19 setting (n=17). This label covered studies that investigated learners’ cognition, affect, and experiences
in relation to emergency language learning. Similarly, Teacher (n = 13) referred to studies that investigated
teachers’ cognition, affect, and experiences in relation to teaching practices during Covid-19.

Impact of instruction, a research focus adapted from Instructional effects (Stapleton & Shao, 2017), covered
studies that were dedicated to determining the impact of a particular instructional method, technique,
approach, tool, or material on learners’ target language performance (e.g., ability, skill, knowledge, proficiency).
Although this type of study has dominated language teaching research for more than a decade (Stapleton &
Shao, 2017), only eight studies in this area were identified in our review. The ultimate aim of these studies was
to seek language teaching solutions for emergency remote education and probably future distance education.
To be more precise, Impact of instruction studies measured learners’ performance using a systematic procedure.
Despite the sudden shift in teaching mode, some researchers did manage to carry out experimental research
with a systematic assessment procedure (e.g., pre- and post-test, a series of exams).

Figure 2
Distribution by Research Focus (n = 38)

Impact of instruction
21%

Learner
45%

Teacher
34%

Figure 3 presents the educational contexts with which the studies were concerned. Over 70% of the studies
focused on the tertiary level (n = 27), covering both undergraduate and graduate levels. Although many chose
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this educational setting on the basis of convenience, some studies considered more than one stage (n = 4). An
example of this is Moser et al.’s (2020) national-scale study involving language teachers from PreK-12 and
post-secondary education in the USA. This study was the only one that included the pre-primary level. Only a
small number of studies focused on primary (n = 2) and secondary (n = 3) education. This may be because, in
most instances, researchers are faculty members at higher education institutions, and thus doing research
activities in their own contexts was more viable, especially during these troubled times. On this issue, research
collaboration with other education sectors may not be as common as it was. While almost all of the studies
focused on the formal education context, Motteram et al.’s (2020) study was situated in a refugee camp in
northern Jordan. The researchers referred to this context as “informal school”, taught by Syrian teachers
recruited by NGOs; thus this context is categorised as Other. Farrell and Stanclik’s (2021) study was also
considered Other because detailed information about the participant’s context (“a prominent English language
institution”) was not disclosed in an effort to keep the identity of the participant confidential.

Figure 3

Distribution by Educational Context (n = 38)
Secondary stage Other
5%

Primary stage
8%

Multi-educational stages
11%

Tertiary stage
71%

Challenges and Opportunities for Learners

Learning Tools in Focus

Following the pandemic, several remote learning tools were put into operation. Amin and Sudari (2020)
explored Indonesian EFL learners’ preferences regarding the implementation of three main types of learning
platforms: video conferencing apps, learning management systems (LMSs), and mobile messenger apps.
Although digital platforms are yet to fully match face-to-face classrooms, each type of digital platform has its
own learning benefits. Apart from widely used tools like video conferencing apps (e.g., Google Meet, Microsoft
Teams, WebEx, Zoom) and LMSs (e.g., Blackboard, Google Classroom, Moodle), mobile messaging apps can play
a substantial role in facilitating language learning during lockdown. In Amin and Sudari’s (2020) study, an
instant messaging app like WhatsApp was preferred by students considering attention to the meaning of the
language (meaning focus), opportunity for engagement with the language (learner fit), positive effects of
computer-assisted language learning (CALL) activity (positive impact), and access to resources (practicality).
These findings are confirmed by Ajmal et al.’s (2020) study investigating EFL learners’ perceptions of LMSs and
mobile messaging apps. They found that students were in favor of WhatsApp because of its practicality. While
LMSs facilitate interaction and collaboration, mobile messaging apps are a great supplement to any remote
learning circumstance, as they are highly accessible and do not require advanced knowledge to operate.
Language learning affordances associated with social media, also discussed as social media language learning
(SMLL), have recently become a topic of interest in CALL research (Reinhardt, 2020). In the context of forced
remote teaching, social media has been another channel used by learners. Al-Shammari (2020) researched how
students at a Kuwait international law school utilised social media to learn English. Increased use of social
media to facilitate learning was reported, especially among graduate students. It was also found that students
were more active when learning English through social media. In other words, WhatsApp, social media, and
other standard digital platforms should not be underestimated. Most students are already familiar with their
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functions, making adaptation to remote learning less painful. In cases in which classes are conducted
asynchronously, these tools add extra channels for communication to compensate for the loss of face-to-face
interaction. Teachers should stay connected with students throughout the lesson, especially during the closure
of educational institutions.

One study of pre-service teachers was selected for review. The context of teacher education differs from that of
traditional language learning in that it demands field-experience learning. In a normal situation, pre-service
teachers are required to teach actual classes under the guidance of their supervisor. They may be given
opportunities to observe classrooms before gaining field experience first hand. However, with the suspension
of face-to-face instruction, support was needed in those areas on top of conventional remote learning. Kamhi-
Stein et al. (2020) implemented Mursion, a mixed-reality simulation platform, and compared the experiences
of MA TESOL pre-service teachers with teaching experience and those without teaching experience. This
platform is designed to support pre-service teachers in practicing their instruction through the artificial
representation of a variety of classroom events, making it an especially useful tool during the closure of
educational institutions. Despite its benefits in improving pre-service teachers’ confidence in teaching practice
(Hudson et al., 2018), some issues related to its use have been raised, such as the awkward-looking avatars
(Dalinger et al., 2020), the avatars’ lack of natural physical movement (Hudson et al., 2018), and different
gender treatment (Black et al., 2016). Kamhi-Stein et al. (2020) found that Mursion was perceived differently by
the two groups. Those with teaching experience felt that the platform did not reflect reality, and thus considered
their experience inauthentic. On the other hand, those with limited or no teaching experience reported that
the platform helped them to develop the confidence needed for real classroom instruction. The researchers
made it clear that the current version of the platform is yet to replace a face-to-face teaching practicum, but
that during lockdown, virtual simulations allow pre-service teachers to practice instruction even without actual
classes.

Self-Access Language Learning

The abrupt shift in learning mode and the growing tension of the Covid-19 situation prompted a demand for
intervention. Advising in language learning (ALL), as a form of intervention, is known to have many benefits,
including providing psychological support (Kato & Mynard, 2016), addressing learner needs (Mynard et al.,
2018), and promoting learner autonomy (Carson & Mynard, 2012). Guban-Caisido (2020) examined the
implementation of a language advising program as a response to the abrupt shift to self-access language
learning (SALL) at a Philippine university. The context of Guban-Caisido’s (2020) study is different from
previously reviewed studies, in that synchronous online classes were replaced by SALL to avoid technical issues.
Students were provided with take-home packages containing the course syllabus, materials, and links to video
recordings uploaded to an LMS. They were expected to stay at home and study on their own.The ALL
implemented here allowed students to reflect on their learning experience and identified students’ needs and
difficulties. In addition to that, ALL allowed students to reflect on their own learning in order to enhance their
learning experience. That is, as the advisor encouraged students to reflect on their language learning experience,
students frequently realised that they needed to consider other resources as complements to SALL.

Mideros (2020) explored how Spanish L2 learners in Trinidad and Tobago used supplementary learning
resources in addition to their formal synchronous classes. The findings indicated that students tended to rely
heavily on materials shared by teachers, such as presentation slides, extra exercises, and links to explanations
on websites. We argue that providing students with self-study materials is important, but teachers should raise
students’ awareness of the availability of other resources. Teachers may overlook this aspect of online teaching
because it often takes place outside of their synchronous classes. Research has suggested that computer-
assisted instruction, if done systematically, has the potential to raise students’ linguistic awareness and foster
collaboration with other students, leading to the overall enhancement of learner autonomy (Benson, 2013).

Social Support

Given the difficulties and limitations in emergency language learning, learner engagement has been regarded
as an important element in improving academic achievement in the target language (Luan et al., 2020).
Engagement is substantially influenced by learners’ interactions with their learning environment (Reschly et
al., 2020). This link is receiving increasing attention from scholars, as its association with EFL learners’
perceived social support creates space for research on the abrupt transition to remote learning. Luan et al.
(2020) explored the interplay between learners’ perceived social support and learner engagement in the
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Chinese context.The findings showed that students who received support from their teachers and peers
demonstrated higher engagement in online language classes. It is important to note that the learner
engagement mentioned here largely refers to learning activities, including involvement in instructional
content, and interpersonal exchange with teachers and peers. As the link between learner engagement and
teacher support has already been established, such findings were further elaborated by Hew’s (2016) study
suggesting that learner engagement depends on the extent to which teachers are willing to communicate with
students, their teaching enthusiasm, and the learning resources that they provide to facilitate remote learning.
During the time of Covid-19, students as well as teachers need more support than before, and one thing that
teachers can do is to reinforce positive engagement by guiding students through meaningful and motivational
activities (Soffer & Cohen, 2019) or adding elements of interaction to the syllabus (Veletsianos et al., 2015).

Learning Styles and Emergency Language Learning

The relationship between learners’ preferred learning styles and remote learning has also been a subject of
study. To provide an evaluation of an online ESL course, Syahrin and Salih (2020) investigated whether the
course content, activities, and functions of an LMS responded to students’ learning styles. In this study,
students’ learning styles were identified first using Kolb’s (1984) Learning Style Inventory. Since most
participants were Convergent learners — learners who “draw from the learning modes of abstract
conceptualisation and active experimentation” (Richmond & Cummings, 2005, p. 48) — online language lessons
focusing on lectures or receptive skills (reading and listening) might not disrupt their language learning as
much as one may expect. This work sparks our curiosity about which learning style is most suitable to the
context of emergency language learning. Based on Richmond and Cummings’s (2005) summary of Kolb’s (1984)
learning styles in online education, Assimilative learners seem most resilient during emergency language
learning, as they tend to rely on abstract concepts and ideas rather than interaction.

Contributions to the Local Community

Zheng (2020) examines the multilingual translation efforts made by a group of foreign language university
students. This study is one of a small number that address how language education contributes to the local
community in times of crisis. It was situated in Shanghai, where multilingual public services are very much
needed. In this study, student volunteers provided translation support in ten languages when communities had
to deliver important messages regarding disease control and precautionary measures to foreign residents and
visitors. Since the translation team was assembled hastily, it comprised a number of students, many of whom
had limited experience with the target language. Therefore, they ran into some linguistic difficulties including
accents, an inability to discuss the specificities of everyday life in the target language, and naturalness in
translation. To overcome these difficulties, they sought help from competent users of the target language.
Similar to emergency language teaching, multilingual emergency translation is characterised by a tension
between rising demands for translators and inadequate resources. This study suggests that even in times of
crisis, there is room for language education to contribute to local communities.

Challenges and Opportunities for Teachers

Dealing with Changes

Farrell and Stanclik (2021) report on a case study of an early-career EFL teacher at an English language
institution in North America in terms of philosophy, principles, theory, practice, and the space beyond practice.
The participating teacher’s reflections on each of these five elements highlighted the connections between his
stated principles and actual practices. Here we will focus our discussion on those practices shaped by his
principles and the Covid-19 pandemic. Despite the abrupt transition to online teaching, he retained almost all
of his principles and put them into practice. They were observed through the following practices:

» Keeping to lesson plans

e  Providing feedback

e Correcting errors

» Incorporating students’ cultural knowledge into activities
e  C(Clearly stating instructions

¢  Making himself available for students

+ Engaging in informal interaction with students

¢ Making sure students were still on task

» Featuring group activities
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These practices are worth sharing because they can be implemented even in emergency teaching. Teachers may
not have to compromise their principles in order to deliver online instruction effectively. The challenges posed
by unprecedented crises can be embraced as opportunities to (re)discover oneself as a language teacher. By
encouraging language teachers to reflect on their practice, an evidence-based practice study like this one can
greatly benefit its participants and other teachers, in that they can use the information revealed to help
themselves make pedagogical decisions “rather than following hunches not based on any concrete evidence’
(Farrell & Stanclik, 2021, p. 12).

>

Insights into the nature of the abrupt transition to remote teaching can shed light on current and future
practices. The transition brought several changes that language teachers needed to confront. Moser et al. (2020)
launched a national survey to better understand changes in practices and perceptions of PreK-12 and post-
secondary language teachers from 45 US states. As one may expect, the vast majority of participants had no
online teaching experience, and consequently had to put in more time, work, and effort to deal with the changes
than those with prior experience even though training sessions on using digital platforms for teaching were
provided. Although teachers with prior experience did not have to make substantial changes in course design
and adjustment, lack of significant differences in practice indicated that all teachers were new to emergency
remote teaching. Despite embracing effective principles of remote language teaching, teachers reported that
their students’ academic outcomes were lower. The reason is that much of their attention was devoted to
students’ basic needs, meaning that teachers played a role in supporting the non-academic side of students’
lives during the pandemic. The findings suggested that PreK-12 teachers were more vulnerable than post-
secondary teachers and needed serious training and support. The researchers explained that PreK-12 teachers
faced equity issues that were not typical in post-secondary education, including lack of technology and
unsupervised students without family support. Therefore, they had to take on usual tasks such as delivering
paperwork packets and meeting with individual students. Moser et al. (2020) concluded that all teachers,
especially PreK-12 teachers, needed more support to enact remote teaching and achieve desirable outcomes.

Sepulveda-Escobar and Morrison (2020) explored the challenges and opportunities of virtual teaching
experienced by EFL teacher candidates in Chile. Despite the school closure, some in-field teacher training
programs continued. Participating student teachers sent to different schools found themselves in a variety of
situations, as influenced by schools’ policies. The findings indicated that the most challenging aspect of
emergency language teaching was the absence of interaction with students, which may have hindered their
professional development (Flores & Gago, 2020). This study uncovered two important components that could
not be developed: social development (e.g., collaboration with colleagues and mentors) and personal
development (e.g., managing feelings about being a teacher) (Bell, 1994). However, student teachers were given
an opportunity to learn to use different digital platforms and to design their own teaching strategies to engage
their students without seeing them in person.

Factors Influencing Technology Integration

It is inarguable that the success of emergency remote education has relied considerably on teachers’ integration
of technology into instruction, which can be influenced by various factors. Cheung (2021) conducted a case
study of a secondary school ESL teacher in Hong Kong who taught synchronously via a video conferencing app,
with the view to identifying the factors influencing technology integration. The abrupt transition to
synchronous online learning environments resulted in fewer opportunities to interact with students and
monitor their understanding. It was also found that pedagogical beliefs, the context, and professional
development were largely mediated by the pedagogical use of technology. For example, an implicit belief in the
grammar-translation method as the best way to help students pass the form-focused exam is likely to remain
in online teaching mode. This could prevent teachers from exploring the other useful functions of video
conferencing apps, such as Breakout Rooms in Zoom and Assignments in Microsoft Teams.The level of
technology integration could also be influenced by the way in which educational institutions react to the call
for the transition to online teaching. For example, the participating teacher in Cheung’s (2021) study noted
that her school was passively reacting to the call and was not seriously interested in developing an online
teaching community over the long term. This indirectly affected her technology integration, despite the fact
that she had all of the necessary resources. Training courses play a crucial role in elevating the level of
technology integration, but only if they offer hands-on experience and if teachers are not overly busy with
other workloads.
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Carvalho (2020) addressed factors surrounding the infrequent use of digital resources in teaching Portuguese
as a Non-Native Language (PNNL). The findings showed that attending Information Communication
Technology (ICT) training sessions did not encourage the use of digital resources for PNNL teaching purposes.
Although age was not found to be a factor justifying the infrequent use of technology, younger teachers tended
to be more confident in using technology than those who had been in the profession longer. Fuad et al. (2020)
added that many senior teachers found it difficult to integrate digital technologies into language teaching
because of their lack of previous exposure to ICT. Confidence plays a vital role in promoting the integration of
technologies, and teachers’ confidence can be built through training sessions that focus on technology and
education. Training should be organised in such a way that it helps teachers to recognise the intellectual
benefits of digital resources beyond this temporary necessity.

Teacher Development

Motteram et al. (2020) explored the challenges and possibilities in using WhatsApp to support language teacher
development in a Zataari refugee camp in Jordan. Syrian teachers were recruited to teach at a support school
that aimed to help relocated Syrian children catch up with the Jordanian education system and continue onto
higher education. In this study, the chat history of a group of English teachers was analysed to monitor any
teacher development activities carried out through WhatsApp. The findings showed that a great number of
messages were concerned with language development, meaning that teachers’ language knowledge and skills
were being developed through the app. For example, one of the teachers expanded his linguistic knowledge by
asking his fellow teachers about the word “yeah”. Teachers also reflected on their training sessions, discussing
cultural issues and sharing pedagogical strategies. This does not, however, suggest that teacher development
should be completely online from now on, but it does indicate that an everyday app like WhatsApp can provide
a great deal of support. Whether or not there are disruptions in the future, teacher development should take
advantage of the support provided by digital tools.

Stress and Coping Strategies

For language teachers, few days go by without some kind of stress or difficulty (MacIntyre et al., 2019). L2
teachers face the emotional challenges of L2 teaching, such as doubting their own L2 ability, managing the
diverse proficiency levels of learners, and keeping up with demanding pedagogical methods (Gkonou et al.,
2020; Gkonou & Miller, 2017). The pandemic brought them even more stress, making their work and life even
more difficult to navigate. MacIntyre et al. (2020) examined stress as a result of the pandemic, along with the
coping strategies of language teachers from various countries. The findings indicated that workload was the
most common cause of stress, followed by the health of family members. The most used coping strategy was
acceptance — acknowledging the reality and trying to live with it — followed by advance planning, both of which
were considered approach strategies. It is encouraging to learn that avoidant strategies like disengagement,
substance abuse, and denial were least common, because these strategies often lead to undesirable outcomes
(e.g., anxiety, anger, loneliness, sadness). Approach strategies, on the other hand, are likely to produce desirable
outcomes (e.g., happiness, health, resilience, wellbeing). Where possible, language teachers should resist
avoidant coping mechanisms and be more realistic and optimistic. Since it is not known how much longer the
“new teaching normal” will last or whether the “old normal” will even return, teachers need to embrace the
changes that the pandemic has introduced into education instead of fleeing from them and waiting for
everything to return to normal.

Conclusion

This systematic review brings together the available language education research within the context of
Covid-19 to gain a thorough understanding of the state of affairs, as well as the situation’s inherent challenges
and opportunities for language learners and teachers. Since the outbreak, the research community has been
active in contributing to the collective effort to find solutions for the current emergency education demand.
Since much of the research was undertaken in the tertiary setting, we would like to call for more research on
other educational stages, especially PreK-12, whose teachers and learners are more prone to issues such as
inequity. The sudden, disruptive transition to remote education represents fresh challenges and opportunities
to (re)discover and (re)invent teaching and learning. The digital tools that have been implemented in
emergencies like this are capable of engaging language learners in an interactive learning experience, though
they are yet to replace the face-to-face environment. Technology is, however, not the only determinant of
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academic achievement. SALL, ALL, and other forms of outside-of-class support should be considered
supplements to regular remote classes and used to stay connected with learners and provide timely support. In
addition to maintaining access to learning, language education can take on the important task of providing
multilingual services to aid Covid-19 prevention for foreigners. As the severity of the situation varies from case
to case, there is plenty of room for research and innovation that will create novel alternatives and solutions for
emergency language learning.

Language teachers may have been forced into the transition without adequate preparation, but they do not
need to abandon their beliefs about what effective teaching should be. Educators should hold on to their
pedagogical principles and try to put them into practice regardless of teaching delivery mode. Teacher
development should also continue. Everyday mobile messaging apps can serve as a springboard to the more
versatile learning tools. With their wellbeing as paramount, teachers should accept the changes and take them
as opportunities to learn and explore new possibilities. Although it is hoped that the current pandemic will end
as soon as possible and a crisis of this kind will never happen again, remote teaching should no longer be
considered a temporary practice. Educators should take the lead to establish a community of practice for
remote teaching as it can, in fact, be a viable solution for many normal educational scenarios. In closing, we
acknowledge and appreciate every contribution that has been made to addressing the disruption and
maintaining access to learning, including those that are not mentioned in this review.
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Fernando M. Reimers, Francisco ]J. Marmolejo (Eds.). (2022), University and school collaborations during a
pandemic. Sustaining Educational Opportunity and Reinventing Education. Springer.

The sphere of education got the hardest hit ever due to
the Pandemic Crisis 2020 which is still on, generating
mindboggling challengers for the educators worldwide.
Each particular school and higher education institution
had to cope with the unexpected circumstances single-
handedly and fast. The experience of the universities
maintaining the studying process not only in house but
also in elementary and secondary schools under their
supervision is collected in the monograph -called
University and School Collaborations during a Pandemic.
Sustaining Educational Opportunity and Reinventing
Education, edited by Fernando M. Reimers and
Francisco J. Marmolejo (2022).

The monograph is the book aimed at investigating and
accumulating expertise of 20 universities from all over
the world volunteering to share the results of their case
studies of coping with the pandemic crisis in education,
covering the sustainability of the educational process,
curriculum programs realization, teaching skills
development, digital tutorial programs creation, as well
as collaboration with parents and authorities. Overall,
the book is a comprehensive an applicable read with 22
chapters designed to come up with useful collectible
advice on the activities resilience in the times of crisis.

The book can be useful not only for educators, teaching
and schooling managers, but also such stakeholders as
state officials, authorities and parents.

The authors employ a consciousness-raising approach as regards various ways of arranging online studies at all
the levels of a comprehensive educational system — from elementary school to postdoctoral students’ guidance.

Chapter 1 of the book headlined Leading Learning During a Time of Crisis. Higher Education Responses to the
Global Pandemic of 2020 written by Fernando M. Reimers and Francisco Marmolejo is a lead-in article providing
an insight into the world universities’ expertise of dealing with the multi-focal crisis, which struck all the
spheres of life so unexpectedly and overwhelmingly. It is a study of the universities’ capacity in transitioning to
online teaching-learning format as well as the readiness of the universities to render support to elementary
and secondary schools.
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UNIVERSITY AND SCHOOL COLLABORATIONS DURING A PANDEMIC

This chapter is entirely devoted to the analysis of accumulative expertise of 20 universities worldwide -
including countries with different economic background - from developing to developed ones as well as those
with rapidly growing economies. It briefly considers the capacity of universities to collaborate with the
communities in solving the urgent challenges of the pandemic time. According to the researchers’ estimates,
1.712 million learners worldwide were impacted by the school and university closure. This way the educators
had to deal with the most severe emergency ever, making students rely on online learning, radio, television,
mobile applications and printed materials.

Firstly chaotic, with the time the process of online learning appeared to be well-managed in schools and fairly
adapted to the new reality with the help of universities’ instruction and guidance.

The researchers identified 20 universities around the world volunteering to collaborate with elementary and
secondary schools. To this end, a special questionnaire was developed for the universities under consideration,
monitoring their cooperative activities with schools under the charge.

This way, in-depth case studies were worked out by the universities of Brazil, Chile, China, Colombia, India,
Japan, Mexico, Morocco, New Zealand, Portugal, Qatar, Russia, Spain, Turkey, the USA and Vietnam.

64% of the respondents turned to direct support of their universities to elementary and secondary education
institutions in order to instruct, render help and expertise, come up with learning resources to provide
continuity of studying. They have developed partnerships with schools and teaching staff this way.

This chapter is an especially valuable one for it provides a questionnaire the universities participating had to
fill in and respond with. On the basis of this questionnaire the necessary data were accumulated, analyzed and
processed to measure the engagement of universities into the assistance of schools.

Chapter 2 called Fundagdo Getulio Vargas’ Efforts to Improve Basic Education Before, During, and After the
Pandemic written by a group of Brazilian authors Claudia Costin, Joao Lins, José Henrique Paim, Marieta de
Moraes Ferreira, Raquel de Oliveira, Teresa Pontual, and Vinicius Farias Santose is a case study of the activities
of the only Brazilian university taking part in the accumulative research. Already at the very initial stage of the
pandemic FGV High School established the necessary partnerships and provided digital materials and programs
to educational institutions across Brazil, benefiting 3.5 million students. To spread online content and teaching
materials free of charge they created 2 monitoring centers, arranging teaching programs for educators,
seminars and webinars for policymakers throughout the pandemic. As well as FDG leveraged its resources
directed at educating professionals and secondary school students.

What is particularly remarkable in this aspect is that the pandemic boosted collaboration of different
departments of the university in working out solutions and programs for basic education continuity, which is of
major importance since Brazil is the biggest country of Latin America.

Chapter 3 under the heading Pontifcia Universidad Catélica Support for the School System During the Covid-19
Pandemic in Chile authored by Ernesto Trevino, Magdalena Claro, and Lorena Medina considers the expertise of
the neighboring Chile and one of its leading universities in supporting the local school system. As we may
judge here has appeared an array of obstacles — firstly, school system if highly atomized in this country,
secondly, two-thirds of schools are private-subsidized. It ultimately complicated the ability to reach all of them
as well as deliver assistance. Nevertheless, with this purpose separate faculties started providing consultancy
on educational issues, as well as there were multi-focal partnerships arranged of several universities in order to
settle the oncoming challenges.

Chapter 4 headlined Desafio TEP- Positive Educational Trajectories. A Public-Private Alliance to Strengthen Public
Education During the Pandemic, written by Juan PabloValenzuela and Simon Rodriguez describes the experience
of another Chilean university, the biggest and the oldest in the country, of mitigating the problem of school
exclusion during the pandemic. What’s more, this university mostly concentrated its efforts on public schooling,
including elementary and secondary, on par with support rendering to government in working out the necessary
programs and consulting.

199



ANASTASIA V. LAZAREVA

Chapter 5 called Reimagine Elementary and SecondaryLearning During the Pandemic: Tsinghua University by Deyu
Woody Wang, Weihang Cheng, Yun Jin, and Manwen Ivy Guo includes information about the Chinese Tsighua
university. It is defining, discussing and rationalizing the benefits provided by the university to the elementary
and secondary learning during the hard times. The challenges were enthusiastically treated by the faculty,
since technologies inspire reforms in education. With this purpose they worked out a new tuition form with the
introduction of new teaching and tutorial positions implying different obligations and sphere of responsibility
- namely, learning buddies, lecturers, podcasters, mentors, organizing volunteers. This way no one was left
behind.

Chapter 6 headlined A Covid-19 Response with Years in the Making: The Contribution of EAFIT University to Basic
and Secondary Education in Colombia During the Pandemic authored by Claudia Maria Zea Restrepo, Diego E.
Leal-Fonseca, Maria-Antonia Arango Salinas, and Laura Hernandez-Velez reports on one of the Columbian
private universities involvement into providing consultancy to 96 certified Secretaries of Education, appointed
by the governmental bodies across the country. On top of it, as a research institution working out computer-
based courses for more than a decade, EAFIT university appeared to be helpful in granting educational
resources to schools.

Chapter 7 called Coping with Covid-19: Forging Creative Pathways to Supporteducational Continuity Amidst the
Pandemic and written by Vidya Yeravdekar and Nidhi Piplani Kapur describes the actions and changes triggered
by the pandemic to be introduced not only in the university under consideration, but also in schools of different
levels both in urban and rural areas.

The main problems, as described by the researchers, were teachers and administrators training and connectivity.
Thus, the university under consideration invested heavily into the staff capacity building, ensuring at the same
time strong partnerships with students and parents with special attention to their physical and mental health.

Chapter 8 entitled Case Study on Distance Learning for K-12 Education in Japan: The NagasakiTakaoka Model
written by Masaki Umejima, Cherry H. Y. Wong, Jiro Kokuryo, Jun Murai,David Farber, Keiko Okawa, and Kan
Suzuki provides the description of an outstanding case study of a Japanese university, establishing strong
tights with the government and schools in the pandemic. The uniqueness of the case is in the policy of Japanese
universities at large - they have been accruing expertise in online learning practices since the emergence of the
Internet. The distance learning model the university worked out for schools was successfully applied in the
pandemic. The main principle they worked out is flexibility, since tailored solution can’t be good for all.

Three chapters of the monograph provide a kind of accumulative experience of three universities of Mexico,
namely, Chapter 9 Benemérita Universidad Auténoma de

Puebla (BUAP). A Transversal Model to Support Educational Continuity authored by Fostering Resilience,
Innovation, and Entrepreneurship Rodolfo Zepeda and Roberto Quintero covers the practice of this university
of turning to online studies, which was a brand new experience for them. On par with it, they had to turn to the
commitment to grant at least one digital course to each of their students — from upper secondary level to senior
students and even faculty members, providing relevant academic, technical and administrative conditions.

Chapter 10 entitled Academic Continuity During the Covid-19 Global Health Emergency:Education 4.0 and the
Flexible-Digital Model of Tecnologico de Monterrey University in Mexico Supporting Secondary Education written by
Arturo Molina, Beatriz Villegas, César Pavel Ochoa, and Jhonattan Miranda describes the creation and
overwhelming usage of an innovative Flexible-Digital Model to help support education continuity process in
secondary schools of Mexico with the support of the university under consideration - from secondary school to
university level, including post graduates. Tecnologico de Monterrey University in Mexico had a substantial
base of online studying programs created in the previous few years.

To highlight the ultimate role of technology in this process there were 2 case studies conducted. The university
comprising different level institutions successfully showed its preparedness for the sudden changes, turning to
online resources. Luckily, this university appeared to be a rare exemption, as it had been specializing on
designing and delivering digital education programs for 30 years running.
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Chapter 11 of the monograph society — University of Guadalajara: Transforming and Innovating Through Stronger
Collaboration Between Higher and Upper-Secondary Education During the Pandemic authored by Carlos Ivan
Moreno, Cesar Barba Delgadillo, Miguel Angel Sigala and Ernesto Herrera Cardenas speculates on the
university’s efforts on stronger collaboration and building tights with higher secondary education extending
their assistance to schools. In sum, the initial panic of the coming challenges turned into the synergy of
mutually advantageous cooperation and innovative educational model. Still there are a lot of grounded
complaints that very few people get a higher education in Mexico these days.

This way we come to the conclusion that all the three universities in Mexico include upper-secondary system,
but still there is a shortage of teamwork between universities and schools, This type of communication needs a
new level, resilience and upgrading with the view of the job market and employment opportunities.

Chapter 12 headlined University as State Agent or Social Actor: Al Akhawayn University and Social Responsibility
written by Mohammed Dahbi and Hassane Darhmaoui contains both a case study and a call for action. Their
experience in Morocco is not much different from what was happening in the world, with just one minor detail.
The university in question is established as a state institution but acts autonomously, which is a great benefit.
This particular feature allows it to use the full potential of their sophisticated faculty and staff to contribute to
the development of the society — which they consider to be the major responsibility of any educational
institution. From the start of the pandemic the university serves as a helping hand for educating not only
students, but also school children online as well as illiterate adults. It is performed online through placing
video and audio presentations with assignments and feedback from the tutor. The university calls for providing
other universities with autonomy for them to be able to use the utmost of their potential for bureaucracy not to
interfere with the educational process.

Chapter 13 entitled Taking a Strength-Based Approach: Bringing Student Homes into Schools during a Pandemic
composed by Jodie Hunter, Roberta Hunter, John Tupouniua, and Generosa Leach gives an outline of the work
carried out in terms of school children learning mathematics under the supervision of university in the
pandemic. In this context, New Zealand is portrayed as a country with tangible peoples distinction - the
indigenous population does not always have due access to educational tools since they represent both lower
socioeconomic as well as culturally and ethnically diverse groups. This way, the situation of home digital
learning created for these students and their families an additional positive opportunity - to attend classes of
mathematics without leaving home and get tutorial guidance through their studies. Many teachers perceived
these synchronous lessons as an exclusive relationship creating process.

In Chapter under the heading 14 Supporting Schools in Times of Crisis: A Case of Partnerships and Networking
with Schools the Institute of Education at the University of Lisbon written by Estela Costa, Monica Baptista, and
Nuno Dorotea, the authors dwell on Lisbon Institute’s experience of collaboration with school clusters (1700
students), together coping with the maladies of the pandemic. The institute faced the necessity to manage two
main problems — namely, to arrange longer-term projects with the purpose to improve students’ learning
through digital technologies as well as to enhance the teachers’ capacity-building. The researchers came to the
conclusion, that to make the process of online learning more successful, there should be first of all due support
to the teachers provided in mastering online techniques and programs for them to acquire new skills but not
merely upload students with extra paper work.

The Institute didn’t not only come up with this research and training activities in undergraduate and graduate
programs, but also established meaningful partnerships with various stakeholders of diverse levels of the
education system.

Chapter 15 headlined Educational Continuity During the Covid-19 Pandemic at Qatar Foundation’s MultiverCity
authored by Buthaina Ali Al Nuaimi, Hend Zainal, and Francisco Marmolejo appears to describe a most
substantial support coverage of the country’s educational system from preschools to doctoral higher education
by the Qatar Foundation (QF) providing multifocal development of the country in all the spheres. Apart from
education, the foundation is a helping hand in supporting innovation, health, culture, and community
development. This case study examines the created synergies between Higher Education and Pre-University
Education in the conditions of continuity and resilience during the pandemic all over Qatar. The Foundation
provided online delivery of all the programs for learners, innovative professional development programs for
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teachers to back them up in new circumstances. The Foundation also initiated several international conferences
to discuss the experience perspectives at the global level. The transition to digital education appeared to be
rewarding since the Foundation has been cementing the links between all the education stakeholders for the
past 25 years.

Chapter 16 under the headline Supporting Elementary and Secondary Education During the Pandemic: A Case
Study from the National Research University Higher School of Economics written by Kosaretsky Sergey and
Likhatskikh Elena, describes their experience during the pandemic of rendering support and even providing
online university lessons and lectures to elementary and secondary schools of Russia. Bearing the responsibility
for the well-being of the community, HSE took the effort of monitoring the situation in schools, leading
supportive discussion, training school personnel, providing online instruction, helping students, parents and
teachers in the lockdown, arranging online learning to guarantee the continuity of remote learning. As a result,
the researchers concluded, that such challenges require an interdisciplinary approach.

Chapter 17 called Community Building in Times of Pandemic: University Camilo José Cela, Spain authored by
Miguel Angel Pérez Nieto, Nieves Segovia Bonet, Ignacio Sell Trujillo, and Carlota Tovar Pérez gives an overview
of the unique experience of students participating in the educational process as teacher assistants to primary
and secondary teachers. This collaboration is the most outstanding due to the number of students and schools
involved and the efficiency of its implementation.

The greatest merit of the Spanish case is in the humanitarian aid provided to Syrian and Kenyan refugees in the
form of educational support by the Spanish students and educators. Apart from classes, training and psycho-
emotional assistance that volunteers from the bachelor’s degree granted to children and families in social
exclusion, Spanish teachers also provided educational methodologies and resources to refugee teachers.

Chapter 18 entitled University-K-12 Collaboration During the Pandemic: The Case of Turkey is preparedby Derin
Atay. As the researcher claims, the shift from traditional to online learning was especially complicated for
elementary and secondary schools. In this context, the Faculty of Educational Science of Bahcesehir University
of Turkey arranged systematic academic and psychological support not only to the students of the university
under consideration, but also offered online training sessions and web seminars to the teachers of schools.
Furthermore, they prepared a course of successful lectures for parents how to deal with stress, anxiety and
exhaustion in the hard times. The collaboration proved to be highly fruitful and needs continuity.

The following two articles are fully devoted to the description of the situation in two higher institutions of the
United States of America. Thus, Chapter 19 headlined Arizona State University: A Learning Enterprise Supporting
P-12 Education in the Covid-19 Pandemic by Carole G. Basile tells us that this university responded to the new
reality quickly and effectively in rendering assistance to schools and concentrating its endeavors on the three
main aspects of facing the challenges. Having worked out a solid base for online education the university
provided support and curation to its feeder schools, continuously instructing the staff and granting free
educational resources to the learners.

Chapter 20 under the title MIT Full STEAM Ahead: Bringing Project-Based, Collaborative Learning to Remote
Learning Environments written by an extended group of American researchers- Claudia Urrea, Kirky Delong, Joe
Diaz, Eric Klopfer, Meredith Thompson, Aditi Wagh, Jenny Gardony, Emma Anderson, and Rohan Kundargi
appears to be the most informative and illustrative chapter of the monograph, equipped with an array of tables,
bar charts, pie charts and pictures illustrating the students’ performance.

The case is based on the initiative launched by the Massachusetts Institute of Technology (MIT) in response to
the pandemic to support remote collaborative school learning and concentrates on the description of the
learning packages usage, which were accessible on online platforms and available to learners all over the world.
The learning packages covered various spheres of studies- from music to mathematics. As researchers claim,
during the time of their usage, over 150.000 learners worldwide got access to the programs and materials.

Chapter 21 headlined Initiatives to Promote School-Based Mental Health Support by Department of Educational

Sciences, University of Education Under Vietnam National University is composed by Hoang Phuong Hanh, Tran
Thanh Nam, and Le Anh Vinh. This is an exceptional case study here in the book since the biggest and most
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reputable university of Vietnam, on par with online studies, concentrated its expertise on delivering
psychological help and promoting mental health services to different groups engaged into the educational
process - students and their parents, school staff, university educators and decision makers. The experiment
was a great success as highly evaluated by all the stakeholders. The university under the consideration is ready
to work on the resilience of the initiative and mobilize the resources to their full potential. The detailed
description of the activities undertaken makes this chapter exceptionally valuable.

Chapter 22 called Conclusions: What Innovations Resulted from University—School Collaborations During the
Covid-19 Pandemic?- summarized by the editors of the book - Fernando M. Reimers and Francisco Marmolejo is
the last chapter of the monograph containing a detailed study of all the previous chapters. It points out the
positive aspects the universities reached through their cooperation with schools, stakeholders and authorities
in solving mutual problems of continuity with the due maintenance of educational programs sustainability in
the pandemic.

As we can see, most of the case studies speculate on the aspects of education continuity online, support
arrangement, extra educational opportunities for all which appeared to be crucial in the time of Pandemic. As
the study shows, different countries and institutions had a different capacity, previous experience, resources
and funding for combating the challenges and reaching their objectives. Nonetheless, they did their utmost
and all their endeavor bore fruit.

Nevertheless, we find it our responsibility to highlight the most remarkable chapters with the cases, which are
worthy looking up to. Firstly, it is the case of Chapter 5 of China, coming up with a clue of appointing different
types of tutoring personnel in the universities and school in the emergence situations. Secondly, Chapter 13 —
namely, the case of providing support to indigenous families in terms of studies. Thirdly, Chapter 17 gives a
great tip of engaging students into the educational process of schools as teachers and assistants, which is
rather novice speaking about online practice. Fourthly, Chapter 20 describing the case of online learning
packages delivered to 150.000 students. The fifth remarkable case is Chapter 21 — with Vietnam university
providing help with mental and psychological health of students of all levels, on par with all the stakeholders
engaged.

Adding up to its acuteness, the book contains a number of valuable data and tips on coping with various
educational challenges in the circumstances of any possible lockdown or emergency. The book is an excellent-
quality, multi-faceted and up-to-date research that provides a detailed valuable analysis of 20 case studies of
the world’s universities and their experience of advantageous collaboration with schools in the times of global
hardships.

In sum, the book is a precious and irreplaceable for the time being research on learning processes continuity
during the Covid-19 pandemic.

Declaration of Competing Interest

None declared.

203



Thanking our reviewers, 2021

The editors of Journal of Language and Education would like to express their gratitude to all the reviewers who
helped us work on each issue.

You helped us take JLE from an idea 6 years ago to a full-fledged quality publication indexed in Scopus, Web of
Science, DOAJ, EBSCO, etc.

The reviewers' expertise and benevolence contributed greatly to this success. We value and truly appreciate the
time and effort of our reviewers who provided insightful analysis of the manuscripts and helped us to assure
quality of the journal.

Your reviews became the foundation of every decision the editorial board made regarding the submissions. At
the same time, the reviewers' input proved incredibly helpful to the authors who took their manuscripts to the
next level of publication quality by responding to your comments and suggestions.

Our reviewers are an essential part of the JLE family, so we would like to take this opportunity to thank you and

to express our sincere appreciation of your contribution!

A.Emon Alina-Andreea Dragoescu Urlica AnieAttan

A.-S. Darlington AlineGodfroid Anisa Cheung

A.M. Olson Alireza Ahmadi AnitaFerreira

Aaron Kozbelt Alireza Memari Hanjani AnitaHabdok

Abduljalil Nasr Hazaea Allan Nicholas Anita Triastuti

Abdullah Alshakhi Allen S. Lee AnnaMavroudi

Ad Ragas AlmudhaffariMusa AnnaAhlund

Adel AbuRadwan Amanda Keddie Anna Dziemianko
Adelheid Iken Amanda P. Goodwin Anna Falkone

Adelina Asmawi Amare Tesfie Birhan Anna Kiszczak
AfsanehGhanizadeh Amina Ichebah Anna Mystkowska-Wiertelak
AfsanehShokri Amirul Mukminin Anna Siyanova-Chanturia
Afsar Rouhi Amna Liagat AnneChateau
AfshinSoori Amparo Lazaro-Ibarrola AnneEdstrom
Agurtzane Azkarai Amy B. M. Tsui AnnePomerantz

Ahdi Hassan Amy Jo Dowd AnnetteBradford
Ahmad MohammadAhmad Al-Harahsheh Amy K. Dunford AnongnadPetchprasert
AhmetErdost Yastibag AnaFrankenberg-Garcia Ansje Lohr
Aini-Kristiina Jappinen AnaOskoz AnssiRoiha

Aintzane Doiz Ana Cristina LahuertaMartinez Anthony Anggrawan
AkifumiYanagisawa Ana FerndndezDobao Apiraporn Thumtathong
AlanDobson Ana Gimeno-Sanz April K. Clark

Alan Hirvela Ana MariaPinto Llorente Aprillette C.Devanadera
Alan K.Goodboy Ana Maria Morra AriHuhta

Alan N.Miller AnastasiaGkaintartzi Ariadna Strugielska
Alberto Andudjar AnastasiaRothoni Arianna Becerril-Garcia

Alberto IsusiAlabarte
Alena Haskovéa

Anca Bodzer
Andrej Kos

Arif Ahmed Mohammed Hassan Al-Ahdal
AritaDestianingsih

Alessandra Molino Andrew D. Cohen Arnie Cann

Alex Boulton Andrew Jarvis ArulLawrence
AlexanderNikolaou Andrew P.Hill Arunangshu Giri
AlexandraOkada Andri Ioannou AsamaTasanameelarp
AliDabbagh AndrésCanga Alonso Asmara Shafqat
AliDerakhshan Anette Therkelsen Aspasia Chatzidaki
AliZangoei AngelaLaflen Astrid Wichmann

Ali Karakasg AngelaScarino Atta Gebril

Ali Rahimi Angela Mei Chen Wu AubreyNeil Leveridge
Ali Roohani AngelikiPsaltou-Joycey Audi Yundayani
AlierezaMooghali AniSusanti Averil Coxhead



Ayako Suzuki

Ayca Uner

Ayman Farid Khafaga
AzadehAsgari

Azimeh Soltani

Aziz Thabit Saeed

B. Herrmann

Bahareh Malmir
Bambang Agus Darwanto
Bambang Riadi
Barbara Loranc-Paszylk
BartHuisman
BeatrizSantana Perera
Becky Hsuan Hua Huang
BehnamAghayani
Beng Huat See
BenjaminCarcamo
Benjamin L.Mcmurry
Benjamin Moorhouse
BethLewis Samuelson
Bethan Marshall
BeverlyBaker
Beverlylrby

Bilge Bagci Ayranci
Bing Mei

BoWang

BramBulté

Brendalyn A.Manzano
Brent Bridgeman
Brian P. Don

Brian Parkinson

Bruce A.Torff

Bruce W. Lander

Bryn Jones

Bundit Anuyahong
BurcuSentiirk
BurcuVaro

BurcuVarol
CalliHolaway

Callie W. Little
CanayKarci Aktag
Carie S. Tucker King
Carla Meskill
CarloMagno
CarmenPiqué-Noguera
CarmenPortero Munoz
CarmenGregori-Signes
CarmenMunoz
CarmenPérez Vidal
Carmen Lujan-Garcia
CarolineTagg
Cassandra M. Scharber
Cassi L.Liardét
Catalano Catalano
CatherineBarbour
CatherineWalter
Catherine Evans Davies
Cathy Taylor

Ceyhun Yiikselir

ChanSwee Heng

Chan SweeHeng
Chaochang Wang
Charanjit Kaur Swaran Singh
Charles M.Mueller
Charlotte Wien
Chengcheng Zhang
Cheryl Wei-Yu Chen
Chesla AnnLenkaitis
ChibuezeMaureen
Chih-Cheng Lin

Chin Hsi Lin
Christiana Sidupa
ChristinaGkonou
Christina A. Geithner
Christina L. Dobbs
ChristineSinclair
ChristineNya-Ling Tan
Christine Develotte
Christine K. Malecki
ChristophRiedl
Christoph A.Hafner
ChristopherLeyland
Chunchun Yeh
ChunshouLan
CindyDavis
CindyGuerrero
ClaireKennedy
ClaudiaHarsch
Claudia Finkbeiner
Claudia Mariella Villar
Claudine Bowyer-Crane
ConstantLeung
CorinneMaxwell-Reid
CornieGroenewald
Costas Gabrielatos
Cristina

Cristina A. Huertas-Abril
DanMelzer
DanielBosmans
Daniel A.Craig

Daniel A.Wagner
Daniel C O'Connell
Daniel O.Jackson
Daniel R. Bailey
Daniel T.Willingham
DaphneeSimard
Daqing Zhang

Darko Kovacevi¢
DarrinGriffin

Dario Luis Banegas
DavidGalbraith
DavidBanks
DavidDuran

David Carless

David Cassels Johnson
David Coniam

David R.Byrd
DayuJiang

205

THANKING OUR REVIEWERS, 2020

Debasish Biswas
DebraMyhill

Denisa Sukolové

Deniz Gokcora
DeoksoonKim
DerinAtay

Desirée Schmuck
Devon Brenner

Dhaval B. Purohit
Diana Gonzalez-Pastor
Diana Mazgutova
Dilek Cakici
DimitriosVlachopoulos
Dimitrious Paschaloudis
Dina Abdel Salam El-Dakhs
Divya Varier

Djuria Suprato
DoCoyle
Dong-ShinShin
DorisHooi-Ten Wong
Doug Vogel

Dr. Ismail Nizam

Dr. JorgMatthes

Dr.Ogr.Uyesi Niliifer Can Dagkin

DustinCrowther

Dylyn A. Junio
Ebrahim Khodadady
Ece Yolcu

Edith Hernandez Méndez
Eduardo Aguado Lopez
Ehsan Namaziandost
Ehsan Rassaei

Ela Sjolie
EleanoreHargreaves
ElenaBarcena
ElenaCocorad
ElenaMartin-Monje
Elena A. Bugreeva
Elena Hoicka
EleniMariou
EleniPetraki
EleniSkourtou
ElifDemirel
ElissaAllaw
ElizabethReddington
ElizabethWardle
Elizabeth R.Miller
Ellen PW.A. Jansen
ElviraBarrios

Elvira Barrios Espinosa
Elvira Escobedo Moreno
Elvis Wagner

Emma R.Britton
Emma Trentman
Ender Velasco Tovar
EnisaMede
ErasmosCharamba
EricHauser

EricAraka



Eric Friginal

Erik Fritz

Esma $enel

Esmat Babaii

Estela Ene
EstherVan Popta
Eun Jeong Esther Lee
Eun YoungBae
Eunjeong Choi
EvaPérez-Lopez
EvaJakupcevic¢
EvaWilden

Ewa M.Golonka
EylemOrug

Faheem H. Shahed
Fahriye Altinay
Faisal Mustafa

Faisal S. Al-Maamari
Fateme Emrani
Fathemeh Mirzapour
FatmaYalvag
FedericoNavarro
Felix N.Koranteng
FienDe Smedt

Flora Komlosi-Ferdinand
Florina Erbeli
FooSoon Yen
FrancisOtto
Francisco Javier Palacios-Hidalgo
FrankBoers
Frederick J.Dicamilla
Freek VanDe Velde
Fryad HamaNajib Muhammad
Fu-YunYu

Fuad Abdul Hamied
Fuad Abdullah
FuhuiTong

Fulan Liu

Fumitaka Furuoka
Félix Buendia
GabrielAlbino
GailForey

Gang Cen

Gavin Bui
GemmaArtieda

Gene L. Roth

Gene Thompson
GeorgeO’Neal
George Braine
GeorgiosZachos
GinaSchouten
GinoCamp
GlennStockwell
Glenn Ford D. Valdez
Graham Parr
Guanglunmichael Mu
GuangweiHu
Gulnara Sadykova
GulumserEfeoglu

Gusti Gede Astika
GwendolynWilliams
GyulaTanké

Habibullah Pathan
HadiSalehi
HadisehEsmaeeli

Halina Chodkiewicz
Hanna Bertilsdotter Rosqvist
Hanna Sundari
HanneRoothooft
HansolLee

Hansun Zhang Waring
HarniKartika-Ningsih
Harwati Hashim
HassanMohebbi
HassanrezaZeinabadi
HayriyeKayi-Aydar
HeidiByrnes
HeikeNeumann

Helma W.Oolbekkink-Marchand
HeshamSuleiman Alyousef
Hesthi Herusatoto

Hezi Y. Brosh

Hilal Peker
HildeHasselgard
HiroshiNakayama
HiwaWeisi

Hope Baker

Hossein Khodabakhshzadeh
Hossein Vahid Dastjerdi
Hsien-ChinLiou
Hsiu-Chen Hsu

Hua Pang

HugoHorta

Huhn Kim

HuifenLin

Huiwen Huang

Hussein Meihami
HuyNguyen

Huy HoangPham Nguyen
Hyung-Jo Yoon
HiilyaUnsal Sakiroglu
Hiilya Tuncer
HiisniEnginarlar
I-JungChen

Icy Lee

IdoiaElola

Imad A. Moosa
ImamSuyitno
ImanAlizadeh

Iman El Nabawi Abdel Wahed Shaalan
ImmaMiralpeix
InaSuryani
IndikaLiyanage

Indira N. Z.Day
InekeVedder

Ingrid I-YingTsai

Irini Mavrou

IsaacWiafe

206

THANKING OUR REVIEWERS, 2020

Isabel Alonso-Belmonte
Isobel Kai-HuiWang
]. Friedrich

]. Greene

JackBurston

Jagoda Topalov
JamalHamed Jahin
JamesWakefield
JamesYork

James A.Elwood
James E.Purpura
James Hartley

James M. Mcqueen
James P. Lantolf
Jamie L.Taxer

Jannis Androutsopoulos
Jason Martel
Jayakumar Jayaraman
Jayanti Basu
JeanParkinson

Jeanne Sinclair
Jeffrey C. Valentine
Jeffrey Stewart

Jelena Bobkina

Jenna L Clark
JenniferBruen
JenniferShapka
Jennifer C.Richardson
JennyWaycott

Jernej Rozac
JerryWon Lee
JesseFox
JessicaFrawley
Jia-Ying Lee

JieZhang

Jie Chi Yang

JieunLim

Jijung Yao

JimKing

Jimy Frank Oblitas Cruz
Jing Wei
JingjingZhang

Jinlin Jiang

JiyongLee

Joakim Eidenfalk
JoannaNijakowska
Joanna Pitura

JoaoM. Santos

Joel MokuediMagogwe
JohannesAnanto Prayogo
JohnHajek
JohnHamer
JohnPryor

John Adamson

John M.Norris

Jomon Paul
JonathanNewton
Joseph Gafaranga
JoshPallas



JoshuaMatthews
Joshua Weidlich
JoséGoris

Ju SeongLee

Juan Dios Martinez Agudo
Judy C.R. Tseng
JuliaKasch
JuliaValeiras Jurado
Julie J. Park
JustinTaylor

Juyeon Lee

KF

Kadriye Dimici
Kamal Heidari Soureshjani
Kamariah Yunus
KamranJanfeshan
KarenSutherland
Karen R. Harris
KarinAronsson
KarinaRose Mahan
Karine Vogt

Karsten @sterLundqvist
Katalin Dor6
KateMenken
Katerina Kostolanyova
KatherinePerrotta
Katherine Crossman
KathleenHorgan
Kathleen A.]. Mohr
Kathleen Heugh
Kathrin Karsay
KatjaLochtman
KatrienVangrieken
KatrinSaks
KatyJordan

Kavakli Nurdan
Keiko Tsuchiya
KeithHerman

Kelly M. Moser
Kembojalsmail
Kemboja Ismail
KeraLuna

Kevin S. Anderson
KhalilMotallebzadeh
KhodayarMehrabi
Kholood Saigh

Kim Mcdonough
KrisAcheson
Kristine M. Nicolini
Kurt Kohn

Kwame Simple Ofori
Kwok Chi Wai Ron
KyokoBaba
Kyriakoula M.Rothou
L.QuentinDixon
Lana Peterson
Larisa Nikitina
Laura Turchi
Laureen J. Mcintyre

Laurie-Ann M. Hellsten
LawrenceJun Zhang
Lawrence Jun Zhang
Lee Gunderson
LeelaViswanathan
Leila Dobakhti
LennyMarzulina
LeonardoMercado
Leonardo JulianoRecski
LiLei

Lianjiang Jiang
LiawMeei-Ling
LijingShi

LiliTian

Lilia Raitskaya

Lily K.L.Compton

Lin Luan

LindaTsung

LingGan

Lishih Huang

Lore Van Praag

Lu Tian

Ludovica Serratrice
Luis-Guillermo Bejarano
LukVan Mensel
LulusIrawati

Lulzime Kamberi
LydiaMitits

Lynda Taylor
LyndsieSchultz

Lynne Flowerdew
LynnetteMawhinney
M. Van Der Velde
MaasumehAbasi
MableChan
MacarenaNavarro-Pablo
Maedeh Ghavamnia
MahnazSeifollahi
Mahsa Kalantarypour
Maide Yilmaz
MaireadDunne

Maki Naeimi
Mamidala Jagadesh Kumar
Mandy R.Menke
Mansour Koosha
ManuelaWagner
Marco Cancino
Marco Kalz

Marcus Callies
MargaretE Malone
MargaretPlunkett
MargaritaBakieva
MargieChilds
MargueriteWotto
MariaAlfredo Moreira
MariaAndria
MariaDel Mar Suarez
MariaKaltsa
MariaUther

207

THANKING OUR REVIEWERS, 2020

Maria Anca Maican
Maria AssuncaoFlores
Maria PilarAgustin-Llach
Maria-SoledadCruz-Martinez

Mariam Yousef Mohammed Abduh

Marian J.Rossiter
MaribelMontero Perez
Marina A. Kosycheva
Marina Bouckaert
MarioGielen

Mariusz Finkielsztein
Mariya P.Ivancheva
MarkWarschauer

Mark D.Johnson
MartaAntén

Marta Flores
MarthaBigelow

Martin H.Daumiller
MarwaMekni Toujani
Mary FrancesLitzler
Mary Lou Vercellotti
Mary Louise Cowan
MaryamVafaei
MariaFernandez Agiiero
Maria Belén Diez-Bedmar
Maria Luisa Garcia Bermejo
Maria Martinez Lirola
Maria Pia Gomez-Laich

Maria Victoria Fernandez Carballo-Calero

Maria AngelesHidalgo
Masakazu lino
Masatoshi Sato
Matevz Pogacnik
MathiasBinswanger
Matthias Wilde

Mayra MartinsSantana De Oliveira

Mayu Konakahara

Md Kamrul Hasan
MehmetBardakgi
Mehmet Kara
MehrakRahimi

Mehrak Rahimi
Mehrbakhsh Nilashi
Mei Lee Ng

Melinda Reichelt
MelissaBaralt
MelvinJebaraj C
MercedesQuerol-Julian
Mi SunPark

Miao Haiyan
MichaelLovorn
Michael Leucht
Michael Mauricio
Michael P. A.Murphy
MiguelFuster-Marquez
MiguelFernindez Alvarez
Mikyung KimWolf
Milica Vukovi¢Stamatovic¢
Milind Tullu



MimiLi

MinooAlemi

Minyoung Cho
MirabelleWalker

Mirja Tarnanen

Mitchell L. Stevens

Mitja DeCman

MoZhang

Modupe Moyosore Alimi
Mohamed RidhaBen Maad
MohammadAliakbari
MohammadAmin Mozaheb
MohammadNabi Karimi
Mohammad Ali Nasrollahi
Mohammad Hasan Razmi
Mohammad JavadAhmadian
Mohammad Taghi Farvardin
Mohammed Ali Alwaleedi
Mohammed Ali Mohsen
MohsenKhedri

Mohsen Mortazavi

Mojgan Rashtchi
MollyFaulkner Bond

Moses Samuel

Moshe Machlev

Mostafa Janebi Enayat
Mousa A. Btoosh

Mozhgan Hooshmand
Muhammad Waleed Shehzad
MuhammedSalih Tasdemir
Muhammed Salim Keezhatta
Murad Abdu Saeed
MustafaShokrollahi
Myong-HeeKo

Moénica Lourenco

Miicahit Oztiirk

Nadia V.Jaramillo
NahedAbdelrahman
Nansia Kyriakou
NaomiWinstone

Nasser Fallah Nasser Fallah
Nasser Rashidi

Natalia Dolgova

Natalia Popova

Natalie Pennington,
Nathan M.Castillo

Nazan Dogruer

Nel De Jong

Neomy Storch

NeusRotger Cerda
NguyenThi Thu

Nicolas Guichon

Nicolas Montalban
NicoleDeh'E

Nik AloesnitaNik Mohd Alwi
Nikol Rummel

Nils Jaekel

NiliiferCan Dagkin
NinaVyatkina

Nivja H.De Jong
Nor Zairah Ab Rahim
Norbert Schmitt
Norizan Abd Razak
Nugrahenny T.Zacharias
O.Ezra
Ofralnbar-Lourie
OkimKang
OksanaVorobel

Ola Knutsson

Ola Leifler
OlcaySert

Olusola O. Adesope
Olutola Adekunle Thomas
Olwyn Alexander
Omid Noroozi
Otmane Omari
PamelaGunning
PaolaUccelli

Pascal Marquet
PatientRambe
Patient Rambe
Patoomporn Chairat
PatriciaVelasco
Patricia E. Carroll
PatrickHartmann
PaulAshwin
PaulDaniels
PaulGardner
PaulGillaerts
PaulRollinson
PaulVan Den Broek
PaulWarren

Paul Baker

Pavel Brebera
Pawetl Scheffler
PenelopeMosavian
PeterScott

Peter Gu

Peter Van Rosmalen
Peter W.Van Rijn
PetrosKaratsareas
PhilippeHambye
Pieter De Haan,
Ping Alvin Leong
Piyumi Udeshinee
PramelaKrish N Krishnasamy
PremPhyak

Prue Holmes

QiXu

QiZhang

QingMa
Quan-HoangVuong
Quratulain Mirza
Rabia Ozen Uyar
Rachelle Vessey
Radhika De Silva
RaeesCalafato
RafaelLara-Alecio

208

THANKING OUR REVIEWERS, 2020

Rafik-Galea, S

Ragnhild ElisabethLund
Rana Obeid

Randy E.Bennet
RaphaelaPorsch

Rasib Mahmood
Rebecca L. Oxford
Rebecca YvonneBayeck
ReinaWakabayashi
ReyhanYildiz

Reyhan Aslan

Rhonda Oliver
RichardBadger
RickVogel

Riikka Alanen

Rika VenniaRahmawati
RintaroSato

Rob Hirschel

Robert Shuter

Rod Ellis

RomiDe Jong

Ronald Herndndez-Vasquez
RosaLorés-Sanz

Rosa M.Jiménez Catalan
Rosa Maria Manch6n
RoseMaghsoudi
RoseleneBatista
RossForman

Rosukhon Swatevacharkul
Rouhollah Askari Bigdeli
RuiYang

Rui EricYuan
RuiyingNiu

RuthTrinder

Ruth Rothstein

S. Susan Marandi
SabineGlock

Sachiko Yasuda

Saeed Latifi

Sahib Khatoon Thaheem
SaifAl Baimani

Salman H. Alsaqri
Salmeen Abdulrahman Abdullah Al-Awaid
SalvadorMontaner-Villalba
Sam Morris
SamanehSerraj
Samaneh Zolfaghari
Samantha Curle

Sana Loue

Sandhya Rao Mehta
Sandra C.Deshors
Sandra Okyeadie Mensah
Sara Al Bahlani
SarahBenesch

Sarah ElaineEaton

Sarah Isabelle Hofer
Saraswati Dawadi
Sascha Topolinski
SashaNikolic



Sedigheh ShakibKotamjani
Selamet Riadi Jaelani
Selda Ozer

SenkamalamPeriyasamy Dhanavel

SentaGoertler
SergeBibauw
SeyedFoad Ebrahimi
Seyeed Mohammad Reza Adel
Sh Kuzarovna Zharkynbekova
Shahab Moradkhani
Shaju Jacob Pulikkotil
Shakiratul Hanany Abd Rahman
Shannon Sauro
ShaoliangXie
ShelleyStaples

Shelley R. Tulloch
Sheng Wang
ShenghuiCindy Huang
ShengyuFan
SherahKurnia
ShimaGhahari
ShirinRezaei
ShirleyWilliams
Shouket Ahmad Tilwani
Shu-Chen Huang
ShujenLee Chang
ShulinYu

Sibel Sogiit

Sidney Martin
SilviaPessoa
SimeonFloyd

Simon Gibbons
SimonaSimon

Sirkku Mannikko Barbutiu
Siti Yulidhar Harunasari
Siv M.Gamlem

Sofyan A. Gani

Somaye Piri

Somayeh Javadi Mehr
SoniaLépez-Serrano
Sophia Skoufaki

Soraya Garcia Esteban
Souhaila Khamlichi
SouheilaMoussalli

Sri Endah Setia Rini
Stefanie Averbeck-Lietz
Stefanie Zecha

Stella Kyprou Hadjistassou
Stephen Andrews
SteveHaberlin

Steve Issitt

StevenCoats
StuartMclean
Suharmanto

Sukardi Weda

Sumalee Chinokul
SungmookChoi

Supyan Hussin
SurayaHamid

Susan N.Engel
Suzanne Graham
Suzanne R.Jongman

Svetlana Georgieva Dimitrova-Gyuzeleva

Swapna Kumar

Sylvie Mozziconacci
Taha Omidian

Takeshi Kitazawa
TalipGonulal

Tammy Q. Tasker
Tanner LebaronWallace
Tariq Rasheed
TayyabbaYasmin
Tengku Maya Silviyanti
TeresaLopez Pellisa
TeresaMcconlogue
Teresa Cadierno
TerryLamb
Themistoklis Aravossitas
Theodorus Du Plessis
TheresaGooda

Theron Muller

Thi Hoang Hoa Chau
Thi Thuy Loan Nguyen
ThomHudson
ThomasO'Neill

Thomas A.Upton
Thomas D. Mitchell
Thomas J. Brazil
Thomas Wells Brignall
TianLuo

TimoSaloviita
TingZhao

Tingting Fan

Tolga Gok

Tonya Mcmillion
Toshio Mochizuki
Touran Ahour

Toyin Tofade

Truly Almendo Pasaribu
Tryanti R.Abdulrahman
Tsun-LihYang
TuranPaker

Tuge OztiirkKarata
Uche MagnusMbanaso
Utami Widiati
UweTerton

U"Nal Cakiroglu

V. Vishnu Priya

Van Huynh Ha Le
Vasilia Kourtis-Kazoullis
Venkateshbabu Nagendrababu
VeraBusse

VeraLeier

Victoria Tuzlukova
VijayKumar
VlatkaDomovic

Vo Ngoc Hoi

Wagdi Rashad Ali Bin-Hady

209

THANKING OUR REVIEWERS, 2020

WallySmith

Wayne E. Wright
Weeshin Ang
WeiBao

Weigiang Wang
Wenhsien Yang
WenhuaHsu
William Crawford
William Guariento
Wim J. C. M.Van De Grift
Wing YeeJenifer Ho
WondwesenTafesse
XabierSan Isidro
Xianwei Gao
Xiaowan Yang
Xiaoyan He

Yaacov Petscher
YanLiu

Yan Jin

YangLuo

YangMiao
Yangting Wang
YaoZheng

Yasuko Okada
YinHe

Yincent Tse
Yolanda Munoz
Yolvi Ocana-Fernandez
YoshihoSatake
Yoshitaka Yamazaki
You-HsuanChang
Younghee Sheen
Yu Zhou
Yu-ChunWang
Yu-JuHun
Yu-TingKao
Yuchih Sun

Yudhi Arifani
YuetingXu

Yuping Wang
YusufSen

Yusuf Demir
Yutaka Fujieda
YvetteSlaughter
YildizTurgut
ZahraDeylami
ZheWang
ZhiweiWu

Zhoulin Ruan
ZhuLei

Zsuzsanna [.Abrams
Zoe Handley
AliLeijen

Ozge Razi

Umit Demiral
Thsan Unald:
YzgiilYzonder



Content

Editorial

Salvador Montaner-Villalba, Jestus Garcia-Laborda
Current Trends in ELT Educational Communication during Crises: An Overview to the Special JLE Issue.... 5

Lilia Raitskaya, Elena Tikhonova
Covid-19: An Impromptu or Trend-setting Factor in Research on Language and Education? ....................... )
Research Articles

Reyhan Agcam, Yunus Emre Akbana, Stefan Rathert
Dealing with Emergency Remote Teaching: The Case of Pre-Service English Language Teachers
T TUTKEY ..eeeieeeeieiiteeeeeeett e e e ee ettt e eeeeateeeeaesasaaeeaaansssaaeeaaannssaasaaaanssssaaeaaansssaasaaanssssaesansnssssasssssnnsssassssasssees 16

Elena Alcalde Penalver, Jesus Garcia Laborda
Online Learning During the Covid-19 Pandemic: How has this new situation affected students’ oral

COMMUNICATION SKILIS?......euiiiiiiiiiii ettt ettt et e et e et e e et e et e e nt e e st e e beeete e nee e st eeaneeennees 30
Alicia Chabert
Account of a Foretold Death: Analysing the Response to the Pandemic in Spanish Schools........................ 42

Rubén Chacon-Beltran, Raymond Echitchi
Who Wants to Learn English Online fOr FIE?.......uiiouiiiieiiiieieeeciteeeteecetteeeeteeeseeeeesaeessaeeeesaneessaneesssnns 53

Michael Joseph Ennis, Massimo Verzella, Silvia Montanari, Agnieszka M. Sendur, Marieta Simeonova Pissarro,
Staci Kaiser, Andrew Wimhurst
A Telecollaboration Project on Giving Online Peer Feedback: Implementing a Multilateral Virtual Exchange
DUTING 8 PANAEINIC ...ceeeuvieieitereiieeeriteeeiteeeeiteeesuteeeeueeessuteeeenseeesssseesenseeessnsesesssseesssseesssssesssnseessssseessnnnessns 66

Alina Monogarova, Tatyana Shiryaeva, Nadezhda Arupova
The Language of Russian Fake Stories: A Corpus-Based Study of the Topical Change in the Viral
DASTNIOTINATION «..eeievtieieiieieieeeeite e e ettt eeiteeeeteeeesuteeesueeessuteeesssaeessssasesssseessssaessssseesssssesssssesassssessnsseessssnessnns 83

Salvador Montaner-Villalba
Students’ Perceptions of ESP Academic Writing Skills through Flipped Learning during Covid-19............ 107

Ana Otto, Beatriz Lopez-Medina
Promoting Metacognitive and Linguistic Skills: Digital Learning Logs in Pre-Service Teacher Training....117

Ana Sevilla-Pavon, Kyria Rebeca Finardi
Pandemic Language Teaching: Insights from Brazilian and International Teachers on the Pivot to Emergency
REMOLE TNSTIUCTION «.eieiniiiieiiieeeiie ettt ettt et e et e et e et e st eeeme e e s et e s emetesenseeeeanaeesennaeeenneessnneeenen 127

Olga Stognieva, Victor Popov
Assessment under Covid-19: Exploring Undergraduate Students’ Attitudes towards Their Online Thesis
Proposal Presentations VS. FACE-TO-TaACE. .....cciicuiiiiiieeiieeeecettee ettt e e eeerte e e e eeeareeeeeeesasaaeeeseesneaeesannnnns 139

Mojtaba Teimourtash, Morteza Teimourtash
An Appraisal Look into Shielded Online Education in Covid Era: Resilience Revisited...........ccccececuvurennn... 156

Pilot Study

Oksana Polyakova, Beatriz Pastor Garcia
From On-site to Online Class: The Role of Mediation in Online Teaching Simulation..........ccccccceeeeennen. 172



Systematic Reviews

Athip Thumvichit, Savika Varaporn, Vorakorn Tuvachit
Language Education in Emergencies: A SystematiC REVIEW .......cceeevuiereciiireiiereriiieneieeeeeieeesneeeeeeeeesneeenes 183

Reviews

Anastasia Lazareva
University and School Collaborations during a Pandemic. Sustaining Educational Opportunity and
Reinventing EAucation: A BOOK REVIEW.......ccicccuiiiiiieeiiiieeeeeeiiieeeeeeeiteeeeeeeieteeeeeeessaseesaaassseessssnsssssessannes 198

ThanKing OUY T@VIEWETS .......cc..eeeeeiiiiiiieeeeee ettt e e e e e e e e aereeeeeeeee e e e e sesasaseaaeesseseennnnnnseseees 204



	_Hlk74667670
	_Hlk74667685
	_Hlk74666959
	_Hlk74667924
	_Hlk74667963
	_Hlk74667840
	_Hlk57631796
	_Hlk57631864
	_Hlk57631935
	_Hlk83276623
	OLE_LINK3
	OLE_LINK4
	_Hlk59988248
	_gjdgxs
	_gjdgxs
	_30j0zll
	OLE_LINK5
	OLE_LINK6
	_Hlk67399055
	_Hlk64193702
	_Hlk64193723
	_Hlk64193732
	_Hlk64193741
	_Hlk64193760
	_Hlk64193778
	_Hlk64193790
	_Hlk64193802
	_Hlk64193811
	_Hlk64193826
	_Hlk64193836
	_Hlk64193844
	_Hlk64193864
	_Hlk64614160

