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HOW ASYNCHRONOUS ONLINE BEGINNING SPANISH STUDENTS USE ORAL

COMMUNICATION: A DESCRIPTIVE CASE STUDY

Communicative language teaching places an emphasis on oral language usage within the L2
classroom, yet although asynchronous online courses can incorporate multimedia, they often rely
on written communication. Because there are online asynchronous language courses, and there is
a juxtaposition between the communicative language practices and online course delivery, this
qualitative descriptive case study explored the main question: How do beginning students use
target language oral communication in an asynchronous online beginning Spanish course at a
community college? The two subquestions guiding the study were: (a) What are the factors that
mediate students’ oral engagement in an asynchronous online beginning Spanish course at a
community college? and (b) What are the ways that students demonstrate interpersonal and
presentational oral communication in an asynchronous online beginning Spanish course at a
community college? This study adopted a qualitative descriptive case study approach and used
activity theory and ACTFL guidelines frameworks to frame the study of a 1st semester
asynchronous online beginning Spanish course. Content analysis was used to analyze the oral
communication assignments of 11 student participants, interviews with 5 focal student
participants, and course materials and documents. The findings illuminated the variety of
artifacts (tools and signs), their roles, and the role of community in mediating oral
communication. Additionally, the findings showed that technology as well as norms can hinder
oral communication. The findings also demonstrated types of interpersonal and presentational
language that learners produced. Based on the findings, this study highlighted how students learn

target language oral communication in an asynchronous online environment. The findings



suggest the usage of a variety of artifacts and social interaction with community are important
considerations for course design and asynchronous teaching practices. Furthermore, the findings
suggest that counter to the belief that teaching oral language mastery is not achievable in online
courses, beginning language students in a completely asynchronous online course are capable of
producing L2 interpersonal and presentational oral language in alignment with ACTFL novice

level proficiency Can-Do statements.
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Chapter 1: Introduction

Historically and societally, spoken language is primary for several reasons. First, speech
originated with human society, yet writing was introduced within the last seven thousand years,
which makes writing a much more recent language form. Additionally, there are societies that
have no written language, yet they still communicate orally, and no records exist of a society
with a written language and no oral communication. Moreover, many writing systems exist as a
product of oral language. The written symbols, such as letters, represent the sound produced
when uttering the word (Gnanasundaram & Rangan, 2000). Because oral language is given
primacy over written language, it is not written language that is the most valued form of
communication. In fact, Stewart (2009) highlighted the importance of oral language, saying
“‘knowing’ a language most often means being able to converse in that language” (p. 2).

Oral language is also considered one of the crucial components to building further
literacy. Literature related to first language (L1) oral language literacy or oracy has suggested
that when children are able to hear, learn, and use new language, it builds their overall literacy
and they develop skills like questioning, making connections, predicting, and inferring (Arnott,
2014; Wright, 2016). Additionally, when used purposefully in a classroom, oral activities, like
think aloud and peer teaching, can help students learn content (Arnott, 2014). Similarly, in
foreign language learning, oral language tasks allow students to build essential skills. Abuseileek
and Qatawneh (2013), in a study of English as a Foreign Language (EFL) students, found that a
variety of question types (e.g., clarification, rhetorical, tag, etc.) were demonstrated in students’
target language oral interactions. This implies that while interacting orally in the target language,
it is possible to build one’s linguistic repertoire as well as build real-world communication skills

that lead to further knowledge construction as well as communicative capabilities. Thus, as oral



language can play such a crucial role in advancing language skills and communication skills, the
exploration of oral language in language classrooms is an important area of focus.

In fact, the American Council for the Teaching of Foreign Languages (ACTFL) asserts
that 90% or more of the class time should be conducted in the target language to provide
exposure to the language and engage learners with the language. The ACTFL standards and
recommendations are based on communicative teaching, which is derived from research on
second language acquisition (SLA) and emphasizes a distinction between language learning and
language acquisition (Gass & Selinker, 2010). Learning results from formal instruction and the
conscious knowledge of rules. On the other hand, acquisition stems from unconscious knowledge
that is accrued when learners have meaningful interactions in the target language (Krashen,
1982). Because acquisition promotes communication in ways that explicit grammar knowledge
does not, the value placed on teaching to promote acquisition is notable in communicative
language teaching (Gass & Selinker, 2010; Krashen, 1982). In a communicative-oriented
classroom, students hear target language input that is designed to be comprehensible, yet
promote growth beyond their current level (Krashen, 1982). Comprehension is supported by
gestures and visuals and gauged via questions and activities designed to focus on meaning rather
than syntactical accuracy.

In communicative language classes, interactions often occur among students and between
the teacher and students. This two-way communication permits clarification, repetition, and
rephrasing of messages and promotes negotiation of meaning among the interlocutors (Gass &
Selinker, 2010; Lantolf, J. & Thorne, 2007). While attempting to communicate, learners may
draw upon both acquired and learned language. That is, in producing their message, learners

draw on subconscious knowledge derived from what they have heard and read, but during the



response, they also modify the structure of their response and self-correct, using the learned
knowledge of grammar (Krashen, 1982).

Because of the focus on input and interaction, communicative language classes are a
highly immersive context in which learners and the instructor use the target language as the
primary and almost exclusive means of communication. In addition to recommending 90% target
language usage, ACTFL explicitly advises that English should be used strategically and reserved
for deeper, more complex processing (ACTFL, n.d.). To promote acquisition and achieve 90%
target language usage, elements that are normally associated with oral language, such as
instruction, discussion, and group work must be conducted in the target language.

While oral language is frequently associated with instruction, discussion and group work
in a traditional classroom, the nature of an online classroom prioritizes text-based
communication, and these learning activities may not involve any oral component in an online
class. Although online courses frequently employ a variety of media, students spend the majority
of their time reading and writing (Dahlberg & Bagga-Gupta, 2016; Delahunty et al., 2014; Dona
et al., 2014). Because oral language is crucial to building target language acquisition, and the
online learning environment is structured largely based on text, some faculty have resisted
accepting distance learning as a viable alternative to traditional face-to-face learning for
pedagogical constraints (R. J. Blake, 2009; Delahunty et al., 2014; Remtulla, 2008).

Problem Statement

The problem that was addressed by this study is that it is uncertain how students use oral
communication in an online asynchronous foreign language course. Because communicative
language teaching and learning places a strong emphasis on oral language, it is important to

understand how oral target language communication is incorporated in online environments.



Moreover, because there are courses that do not have synchronous or semisynchronous
requirements, it is important to specifically investigate the usage of oral communication in
asynchronous online language learning. In the area of oral language, some studies have been
conducted on synchronous environments (Bava Harji & Gheitanchian, 2017; Granena, 2016;
Kirkgoz, 2011; Sarré, 2011; Sato et al., 2017). Most of the research has been conducted on
intermediate and advanced language learners (Hung, 2011; L. Lee, 2014; Sun & Yang, 2015; Yeh
et al., 2019). Nevertheless, there is still limited research about oral target language (R. Blake et
al., 2008; Moneypenny & Aldrich, 2016), especially in the area of asynchronous and beginning
level language learners. Without an understanding of how oral communication is used in
asynchronous online environments in beginning language courses, it will remain uncertain how
online courses address all areas of foreign and second language literacy. More specifically, it will
be unclear how target language oral communication is used in a completely asynchronous
context.
Purpose Statement

The purpose of this case study was to examine beginning level language students’ usage
of oral communication in an asynchronous online beginning Spanish course at a community
college. The study sought to describe the factors that mediate students’ oral target language
communication and exemplify the ways that students demonstrate novice level presentational
and interpersonal target language oral communication. This study contributes to the body of
literature about target language oral communication in online environments and seeks to address
a gap in the literature by focusing on a completely asynchronous course and novice level oral
language production in online environments. In addition to contributing to literature in the area,

the understanding of how language learners use oral communication could have pedagogical



implications. It could help instructional designers and other online course creators to make
informed decisions about course design by understanding the artifacts and other mediators that
students draw from. Additionally, knowing the types of language that students produce helps to
justify the effectiveness of online language learning. Moreover, online language teachers may
gain a different perspective and modify their online teaching strategies, assignments, and
assessments.
Research Questions

This case study investigated the following primary research question: How do beginning
students use target language oral communication in an asynchronous online beginning Spanish
course at a community college? Within this main question the study focused on the following
subquestions:
1. What are the factors that mediate students’ oral engagement in an asynchronous online
beginning Spanish course at a community college?
2. What are the ways that students demonstrate interpersonal and presentational oral
communication in an asynchronous online beginning Spanish course at a community
college?
Study Rationale

While there is plenty of research related to a wide variety of aspects of oral language in
technologically-enhanced environments, there is still a need for further research. The majority of
existing studies related to target language communicative tasks, factors related to target language
asynchronous oral communication, and the types of target language produced entail some type of
synchronous oral communication in addition to asynchronous oral tasks. Given that interacting

orally allows for building linguistic knowledge as well as communication strategies, it is



valuable to understand how learners engage orally when the opportunity to communicate
synchronously does not exist. Similarly, in these areas of focus, most research has been
conducted with intermediate or advanced students. In fact, a review of Scopus literature did not
reveal any studies exemplifying novice oral language in asynchronous computer-mediated
communication (ACMC); nevertheless, novice learners should be able to utter short simple
sentences or phrases. Since there are no studies, and learners should have some target language
production, it is vital to explore what these excerpts look like in completely asynchronous online
learning. These gaps in the research suggest that it is crucial to study beginning oral
communication in an asynchronous computer-mediated online course to gain further
understanding of the types of tasks, the mediating factors, and the types of language produced.
Therefore, this study examined the oral communication taking place in a completely
asynchronous online beginning Spanish course to provide insight on oral tasks, learning factors,
and oral language production at a community college.

Terminology

Asynchronous refers to communication that is deferred or delayed and not in real time.
When a question or response is posed, the recipient does not receive the message until it is
complete, and the receipt of the message can be delayed by a short time or by an extended period
(R. J. Blake, 2008).

Communicative Language Teaching is teaching practices which focus on target
language communication through promoting language acquisition in the classroom.
Communicative language teaching is based on the theory of second language acquisition, which
emphasizes the differing roles of learning and acquisition. Learning is the result of formal

instruction and results in the conscious knowledge of rules. Acquisition is unconscious



knowledge accrued from meaningful interactions and results in more communicative potential in
the target language. (Gass & Selinker, 2010; Krashen, 1982).

First Language (LL1) is the first language acquired in childhood, the native language, or
the mother tongue (Mizza, 2014).

Foreign Language is a language, which is not one’s first language, being learned in an
area where it is not spoken (Mizza, 2014).

Heritage Language is a language spoken by family members and learned at a young age.
Heritage language speakers often adopt the dominant language of the region they live and
maintain varying degrees of proficiency in their heritage language as part of their cultural
identity (Gass & Selinker, 2010).

Multimodal refers to the usage of two or more modes of communication from the five
modes. The five modes are: linguistic, visual, aural, gestural, and spatial (Mills, 2016).

Second Language (L2) is a language, which is not one’s first language, that is being
learned in the area that it is spoken (Mizza, 2014).

Semisynchronous refers to communication that occurs in real time, but with a lag. It is
used to describe interactions such as chat or text messaging where both parties are online and
participating, but the delivery of the message is not instantaneous because the message is
prepared completely before the other person receives it (Wang et al., 2016).

Synchronous refers to communication that occurs in real-time. Questions and responses
are posed by one person and received by others instantaneously (R. J. Blake, 2008).

Target Language is the language one is trying to learn or acquire.



Chapter 2: Theoretical Framework and Literature Review

Introduction

For this study two theoretical frameworks were selected: Activity theory and the ACTFL
framework. Engestrom's (1987) Activity Theory, which is based on sociocultural theory, permits
the researcher to investigate and make the factors that mediate students’ learning visible. The
ACTFL framework, which is based on the Foreign Service Institute’s proficiency ranking, allows
the researcher to uncover the ways in which learners perform in the target language.

Sociocultural theory has roots in the work of Vygotsky (1962, 1978, 1987), who
contradicted the prior understanding that learning was solely a cognitive process. He concluded
through studies that there are factors other than cognition that impact the learning process.
Included in his work, he acknowledged the social component of learning and the influence of
interaction with objects. Vygotsky argued that more experienced or knowledgeable people play a
role in development and the appropriation of meaning. He emphasized that knowledge is
internalized through an external stimulus to which the child first interacts on an interpersonal or
social level before the information transforms to intrapersonal or individual function (Vygotsky,
1978). His work stressed that we should acknowledge the “historical child” rather than the
“eternal child.” The historical perspective acknowledges that learners are cultural participants in
a community at a moment in time (Vygotsky, 1987). This means that learning is specific to the
context of the participant and that how something is learned is not replicable across all contexts
or universally.

Therefore, sociocultural theory is concerned with the context of learning and maintains
that learning is influenced by social, cultural, historical, and political factors (Vygotsky, 1987).

Meaning is mediated and constructed within the social, cultural, political, and historical context



that it takes place in. Thus, acquiring literacy is a social and cultural process, and literacy is a
social, cultural, political, and historical artifact of the time and place the learning occurs. To fully
understand the literacy of an individual means looking at the community’s values, traditions, and
practices while understanding that community norms shift with the passage of time and with the
change in political climate. Thus, what is important to building literacy today may not be
relevant tomorrow, and what is applicable to one location may not apply to another location. The
environment is central to all learning, and in building literacy researchers must account for
differences in social, cultural, historical, and political factors (Gee, 2015; The New London
Group, 1996; Vygotsky, 1962, 1978, 1987). Hence, when conducting educational research, it is
important to consider the situatedness of the experience and to acknowledge that each learning
environment is distinct from others and each learner also brings unique experiences, so learning
must be contextualized.

According to sociocultural theory, the environment is important because learning is a
mediated process through which objects and people play an integral role in the appropriation of
meaning. Vygotsky explained that learners have a zone of proximal development (ZPD), which
refers to a potential capability that is currently slightly beyond the individual’s capability. Hence,
learners have knowledge that they understand on their own without support, yet the concepts that
are a little more complex than their current understanding are close to the learner’s grasp in the
ZPD (Vygotsky, 1978).

The process of supporting the learner within the ZPD is often referred to as scaffolding.
In scaffolding, learners are provided with more support initially, and the support is gradually
lessened until the learner can accomplish a task or use a concept on their own. With scaffolding,

learners are able to take knowledge from their ZPD and move it to their individual capabilities



Vygotsky found that children were able to employ these potential concepts when the learning is
mediated and supported by a knowledgeable or more experienced person (Delahunty et al., 2014;
Mills, 2016; The New London Group, 1996; Vygotsky, 1978). Therefore, with support mediating
the process, a learner is able to grasp a more challenging concept, appropriate language, and
construct new knowledge.
Activity Theory Framework

Activity theory or cultural-historical activity theory is a theory rooted in sociocultural
theory commonly associated with the work of Russian psychologists Vygotsky, Luria and
Leont’ev (Engestrom, 1987, 1999, 2015; Postholm & Vennebo, 2021). Activity theory following
the sociocultural tenets is based on the belief that learning is more than a cognitive process and
that knowledge is formulated in the actions and activities of learners. It further asserts that
activity unites the external world with internal phenomenon. While the modern conception of
activity theory is multifaceted, Vygotsky (1978) originally depicted a triangle to show the
relationship between a stimulus and response as a mediated action, as illustrated in Figure 1. He
stated that it is not an innate behavioral response that occurs between the stimulus (S) and
response (R) but rather an auxiliary stimulus (X) aids the realization of a behavior by mediating
the action (Engestrom, 2015; Postholm & Vennebo, 2021).
Figure 1

Vygotsky's Triangle

-
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Note: Reprinted from Learning by Expanding: An Activity-Theoretical Approach to
Developmental Research (p. 47), by Engestrom (2015), Cambridge, Copyright 2015 by Y1j6
Engestrom.

Vygotsky classified the mediators (X), as tools and signs. While both are grouped
together as auxiliary stimuli and operate parallelly to mediate activity, physical tools such as a
pencil differ from signs, which consist of psychological tools, such as language, numbers, art,
diagrams, and other signs, that require reflection and consciousness in the mediation (Engestrom,
2015; Postholm & Vennebo, 2021). Following Vygotsky’s assertion, the external interaction of
human activity with tools and signs aids the internalization of knowledge; thus, these interactions
of activity and artifacts scaffold the learning within the learners’ ZPD, guiding them toward the
capability to complete the task independently (Tan, 2019). In activity theory, cultural artifacts,
consisting of tools and signs, through which learners engage in activities and actions, play a
formative role in the learning process; thus, one of the key components of learning according to
activity theory is mediation via artifacts (Sannino & Engestrom, 2018).

The first-generation activity theory construct focused on the individual, which was later
critiqued since it did not account for a broader contextualization of learning. The second-
generation framework furthered the construct of activity theory by distinguishing individual
activity from object-oriented collective activity. Leont’ev asserted that members of groups
participate in activity for a purpose, but the actions of one member may not seem to correspond
to the motive because it can only be understood through viewing the division of labor among the
group (Engestrom, 2015). In other words, when members of a community work together toward
a goal, each individual may have a different responsibility, and the actions of one individual may

not appear to correspond to goal unless viewed through the bigger picture of the whole group and
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the role each individual plays. Henceforth, activity theory has focused on “what happens
between human beings, their objects, and their instruments when they pursue and change their
purposeful collective activities” (Sannino & Engestrom, 2018, p. 44).

Also, it was acknowledged that in the first generation of activity theory, Vygotsky’s
“simplified model of mediated action” did not distinguish activity from action (Engestrom, 1999,
p. 25). However, in subsequent contributions, Leont’ev positioned activity as prominent and
indicated three levels of analysis: (a) activity, (b) action, and (c) operation. Activity is related to
the motive and the object to which it is aimed, while action relates to the goals and operation to
the instrumental conditions (Engestrom, 1999; Postholm & Vennebo, 2021). It is within this
expanded activity theory that activity can be separated from actions, whereby activity is “an
object-oriented and cultural formation” (Engestrom, 1999, p. 21). It is not passive or static as it is
connected to the ever changing cultural-historical context. Within the activity formation, subjects
participate in goal-directed actions, which move practice toward the object (Postholm &
Vennebo, 2021).

While the second-generation of activity theory is attributed to Leont’ev’s idea of the
collective nature of activity to the framework and three levels of analysis, it was not graphically
depicted in his work; therefore, subsequent depictions of activity theory that account for the
collective and cultural, historical nature of activity are derived from the work of Engestrom.
Activity theory, as illustrated in Figure 2, shows the depiction of Engestrom’s triangle of activity
theory. Vygotsky’s original triangle, situated at the top of the activity triangle, is now labeled
subject, object, and artifact. The subject is the individual or individuals whose perspective is

being studied. The object refers to the material or problem, which can be material or ideal, and
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artifacts are tools or signs. In this system, the activity is oriented toward an object, which
transforms into an outcome with the aid of artifacts.

Below the original triangle are additional components which mediate and situate the
activity in its social and historical context. Community consists of individuals that share the
same object. Within an activity how tasks, power and status are divided is referred to as the
division of labor. The final element, values, rules and conventions refers to the explicit and
implicit norms and rules that confine actions within the system (Engestrém, 1987, 1999, 2015;
Levant, 2018; Postholm & Vennebo, 2021; Sannino & Engestrom, 2018). Within this new
triangle, each of these components connects to other components within the system. The
mediation between the subject and the object is no longer limited to only artifacts. In this much
more dynamic system of activity values, rules and conventions, community, division of labor and
signs and tools are all mediating factors, which can promote or hinder the learning process.
Figure 2
Activity Theory

Artifacts

Subject

Object —» Outcome

Values
Rules & Division of

Conventions . 3 Labor
Community

Note: Reprinted from Learning by Expanding: An Activity-Theoretical Approach to
Developmental Research (p.94), by Y. Engestrom (1987), Orienta-Konsultit, Copyright 1987 by

Yr1j6 Engestrom.
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Application of the Framework

Engestrom originally posited that the framework would allow for researchers to explore
activity systems within workplaces (Marwan & Sweeney, 2019). Activity theory is a framework
that has been used in educational research because it allows for the exploration of the nature of
activity. Within the education field, research using the activity theory framework has explored
aspects of mediation, motivation, affordances, and constraints in language learning, and design
effectiveness. As a framework that seeks to understand the context of the individual and the role
of mediation in progressing toward the object, the studies that have used it adopt a qualitative
methodology or a mixed methods methodology.
Mediation

Mediation is one of the key elements of activity theory. Activity, as Vygotsky originally
conceptualized it, consisted of the mediation through tools and signs; however, with the
advancement of the system to include collective activity, the mediational components include a
wider variey of factors in the environment community, division of labor, and values, rules, and
conventions, that mediate activity. Researchers of second language (L2) writing (Kessler, 2020;
M. Lee, 2020; Pullenayegem et al., 2020; Yu & Lee, 2015), L2 reading (Bolghari et al., 2019),
and L2 oral skills (Niu et al., 2018) have investigated a variety of these mediating factors.
Furthermore, differences in mediating factors have been compared among English language
learners who learn English in a second language classroom in contrast to those who learn English
in a foreign language classroom (Storch & Sato, 2020).

Lee (2020) and Yu and Lee (2015) both took a comparative approach to exploring the
role of mediation in L2 writing. Lee (2020) explored the mediation strategies used by 10 English

as a Foreign Language (EFL) students from two different Korean universities, who were divided
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into two groups: a group who had studied abroad and a group who had not. Then the two groups
were compared for their usage of rule-mediated, community-mediated, role-mediated, and goal-
mediated strategies. Although both groups engaged in a variety of mediating strategies, their
identities, goals, and usage of English resources varied. The findings showed that the study
abroad group used more English resources, set higher goals, and envisioned themselves not as
English learners, but as English writers.

Yu and Lee (2015) compared two Chinese EFL students’ involvement in peer feedback,
and similarly found that students’ motives, which were mediated by their context, were linked to
different participation in the peer reviews. The learner who enjoyed English and had participated
in peer review in the past was enthusiastic and participated actively as a reviewer and reviewee,
whereas the student who was motivated by the English test and had never experienced peer
review was not as actively engaged in the review process (Yu & Lee, 2015). In both of these
studies, the use of activity theory revealed that students coming into a classroom bring different
experiences and, hence, mediate their learning in varying ways.

Other research related to L2 writing has focused specifically on technology as a mediator.
Kessler (2020) explored how two Chinese PhD students used technology while completing an
individual writing assignment. The activity systems of both students showed a highly
interconnected combination of factors mediating their writing process, and within this activity
system each student used a variety of multimodal stategies and tool-mediated strategies for both
the development of content and usage of language. Likewise, Pullenayegem et al. (2020)
explored the usage of technology as a mediator in an advanced English writing course in Sri
Lanka. The researchers examined which technological functions and activities were used to

mediate students learning. Despite being given several tools within the learning management
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system (LMS), such as tutorials and PowerPoints, discussions, quizzes, assignments, and
reflective journals, the study revealed that student engagement with all five tools was low.

Kessler (2020) explicitly analyzed writing skills, investigating what students do while
they write a typed assignment in their second language, so the usage of technology was essential
to completing the task. Meanwhile Pullenayegem et al. (2020) acknowledged that there was no
compulsary technology requirement; the technology was solely an enhancement, and there was
no grade attached to it or other incentive for using it. These differing findings illuminate the
interconnected nature of varying mediating factors. The usage of activity theory shows that when
the rules, norms, and conventions require the use of technology, a study about technological
mediation can demonstrate a variety of technological strategies used; however, if the rules,
norms, and conventions do not requre the usage of technology, the findings may illustrate less
usage or even a lack of technology usage.

Activity theory has also uncovered factors mediating reading and oral skills. In a study of
60 Iranian sophomores using cooperative assessment in English reading comprehension, the
findings showed that cooperative learning was percieved as not only improving reading
comprehension, but also fostering students’ interpersonal and communicative skills. A survey
showed that students attributed the gains in these areas to the division of labor, the artifacts,
rules, and community (Bolghari et al., 2019). Similarly, in an exploratory study of how four
Chinese EFL students learned oral skills, 13 mediating resources were revealed within artifacts,
rules, community, and division of labor. The mediating resources the students used came from
both formal learning opportunities as well as extraccurricular activities (Niu et al., 2018). Thus,

although the body of research is smaller, it is still possible to use activity theory to explore
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mediation within L2 reading and oral skills and discover mediating factors within rules,
community, division of labor, and artifacts.

Finally, activity theory has also been used to contrast the usage of different mediating
factors based on the context of the learning. Storch and Sato (2020) examined English language
learners’ participating in communicative tasks in two different locations. They compared and
contrasted the mediating factors in a second language classroom in Australia with a foreign
language classroom in Chile. Each classroom consisted of adult learners enrolled in an academic
English course that was one of their degree requirements, and for each context, the students were
considered to be intermediate to advanced in their educational system. In both contexts, the
approach to the communicative activities was similar: The groups tried to assess the task and
understand it clearly. Nevertheless, the help tools varied significantly from one setting to the
other. Learners in the foreign language environment heavily relied on teacher assistance and the
usage of their L1 to negotiate understanding. Also, they notably spent a significantly longer
amount of time in the first phase of the task. The use of activity theory to compare settings in this
study illuminates the situated nature of learning and the contextalized nature of the process.
Motivation

Studies conducted using L2 student participants have also used activity theory to focus on
motivation, the goals, and motives for learning. Thought mapping a Japanese learner’s activity
triangle to see the motivating factors in relation to an exchange program revealed that the factors
in the learner’s activity triangle reignited his prior interest, which had been waning, and
increased his motivation to learn Japanese (Nishio et al., 2020). Meanwhile, Yu and Lee (2015)
focused on how learners’ motivations mediated their learning process in a peer feedback writing

task, which also showed that “motives were shaped and mediated by the sociocultural context
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they were embedded in” (Yu & Lee, 2015, p. 589). One student, motivated by his desire to learn
from others, consistently engaged in the task while the other, whose motive was to complete the
assigned task, engaged in the task to a much lesser degree.

In addition to both of these studies, which show that the activity triangle or context
mediates motive to learn and changes participation levels, Nguyen and Habok (2021) examined
the outcome the learners were oriented toward in a study of English language learners in Vietnam
from seven universities. They highlighted that although the learners were not English majors,
they exhibited high motivation to learn English, stemming from their desire to use the language
for communicative purposes, personal enjoyment, studying, and working.

Nguyen and Habok (2021) drew the parallel that students often expressed their ideal self
in mentioning their goals for the future but did not mention external societal pressures as
motivating factors or characteristics of their ought to self. Similarly, a study paralleling activity
theory and the theory of the motivational self-system conducted with Korean ESL students
showed that when there are no tensions existing between mediating factors in the activity system,
the outcome the learner is oriented toward is the ideal self, while tensions between mediating
factors often draw out the ought to self (T. Y. Kim, 2013). Using activity theory shows that, like
other factors, motivation is a socioculturally informed factor in learning, and can be used to
examine the orientation of the learner or can be used to see what factors withing an activity
influence motivation.

Affordances and Constraints

Affordances are factors that have the potential to enhance learning while constraints are

factors that limit the potential to learn, and these factors have been explored in activity theory to

show how artifacts enhance or limit the potential to learn. Tan (2019), in a systematic review,
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used activity theory to show that computers can serve as different types of tools: mindtools,
cognitive tools, and social mindtools or social cognitive tools. A distinction was made between
computer-assisted instruction and computers as tools, showing that one of the affordances of
using computers as tools is that when students learn with computers and not from computers, the
learning process is scaffolded and hence is a constructivist method of learning. Valentin-Rivera
(2016) also examined the usage of artifacts in relation to scaffolding. The researcher looked at
how direct and indirect feedback helped or hindered the learning process of 10 Spanish foreign
language learners and 10 Spanish heritage language learners in their third year of university
language studies. Feedback equated to more involvement in the activity; however, direct
feedback did not always resolve the dilemma whereas indirect feedback made both types of
learners accountable. Looking at the types of feedback in terms of scaffolding revealed that
direct feedback tended to encourage a reliance on the teacher’s rules, whereas indirect feedback
encouraged more knowledge construction. Hence, using the activity theory framework to explore
the affordances of the usage of tools and signs can reveal how different types of mediating tools
promote knowledge construction through scaffolding.

In addition to making the affordance visible, a notable usage of activity theory is to
employ it for identifying the tensions or contradictions occurring within a system or within
interacting or overlapping systems. Miles (2021) applied activity theory to illuminate the
contradictions of incorporating 1:1 device use in preparatory English classes in the United Arab
Emirates, where there is a high attrition and failure rate. Through the activity theory application,
he was able to identify 10 contradictions that could be contributing to the low success rates.
Marwan and Sweeney (2019) also identified contradictions using the activity theory framework.

They mapped the activity system of a principal and the activity system of the teachers in a study
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to identify the contradictions of English teachers’ incorporation of technology. Four
contradictions were discovered. Contradictions result in challenges, such as failure, poor attrition
rates, or failing to incorporate tools that can be beneficial, and mapping these contradictions can
show where the constraints are, which can help to identify areas that need attention to improve
the learning effectiveness.

Another means to identify affordances and constraints is to use Leont’ev’s third tier of
analysis to explore operation or instrumental conditions. Operation refers to the environmental
affordances and constraints to meeting a goal (Tocaimaza-Hatch, 2015). Tocaimaza-Hatch (2015)
researched the operation or instrumental conditions in a fourth semester Spanish course in
relation to learners’ orientation. The analysis showed not only a variety of affordances to
working with a partner, such as language development and brainstorming, but also showed a
multitude of constraints, like technical difficulties, lack of understanding, or a variety of
challenges related to the type of partner (i.e., needy, intimidating, noncollaborative) a student
was paired with. Thus, it is also possible to use activity theory to show the affordances and
constraints within a learning environment.

Design Effectiveness

The final usage of activity theory in research in the area of language learning is the usage
of the framework to delve into the factors leading to effectiveness in a teaching context.
Hajimaghsoodi and Maftoon (2020) explored the English writing of 67 Iranian sophomores
majoring in English. They sought to apply an activity theory based computer assisted language
learning (CALL) framework to explore the effectiveness of such a framework for writing. They
discovered that using the framework for writing improved students’ writing, satisfaction, and

attitudes. Likewise, Motteram (2015) deemed that using activity theory showed how the activity
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system grew with the incorporation of videoconferencing tools. The study used activity theory to
examine contradictions within the system and make modifications with the goal of improving the
effectiveness of the incorporation of online materials. Both Hajimaghsoodi and Maftoon (2020)
and Motteram (2015) were able to see affordances and constraints to their design through the
activity theory viewpoint; hence, the usage of activity theory can also extend to gain a qualitative
perspective of the effectiveness of a new tool or teaching strategy.

Activity theory is a qualitative framework that allows for the researcher to discover
factors in the learning environment that play a role in the learning process and show the
contextualized nature of learning. The exploration of mediating factors, examination of the
motivation of students, investigation of the affordances and/or constraints of a learning
environment, and the usage as a design tool are some of the popular applications of the activity
theory framework in language learning and technology usage. Because of its focus on the
environment and mediation, it was selected as a suitable framework for this study, which sought
to describe how students use target language oral communication by focusing on the factors
mediating their oral communication and the type of oral communications that students produce.
ACTFL Framework

The American Council on the Teaching of Foreign Languages (ACTFL) proficiency
guidelines, which were updated in 2024, are used to assess what language functions a person
should be able to do for a given level of a target language. The guidelines are divided into five
levels: (a) novice, (b) intermediate, (c¢) advanced, (d) superior, and (e) distinguished. Novice,
intermediate, and advanced have a range within them referred to as low, mid, and high. The
guidelines are also detailed separately for each skill, so there are different guidelines for reading,

writing, listening, and speaking. According to Liskin-Gasparro (2003), these proficiency
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guidelines derive from the Foreign Service Institute’s rating developed in the 1950s for
measuring proficiency in another language. In the 1980s, due to grant funding, the proficiency
guidelines were tailored to be used by college and universities. Although developed for rating the
proficiency of college and university language students, the proficiency guidelines were not
designed to measure what a student learns in a course. They were designed to assess proficiency,
meaning that they gauge an individual’s language skills regardless of where, when, or how the
language was learned. They are supposed to be used to measure spontaneous and sustained
communication across broad level appropriate content. Therefore, the individual must be able to
perform at the same level on different topics without rehearsing ahead of time.

As this study investigated beginners known as novices, the following proficiency
guidelines related to novice learners’ language production. Novice learners should produce brief
messages on topics related to their everyday encounters. They communicate through the use of
memorized speech and isolated expressions that they have learned (ACTFL, 2012b). Novice
speakers are classified into three sublevels: (a) novice-low, (b) novice-mid, and (c) novice-high.
Novice-low learners sometimes lack intelligible pronunciation and given enough time to think
may be able to identify themselves and a few objects in their surroundings. Novice-mid learners
have a little more capability, but they still pause to think of responses, which may only consist of
a few words; these words are limited to the context in which they learned them. Novice-high
learners have the most language in the beginning level and can handle some communicative and
social situations. They are, however, still limited to simple questions and requests and do not
always use complete sentences. The L1 of the student frequently influences pronunciation,
vocabulary, and grammar. Differing from the lower levels, with repetition, novice-high learners

can usually make their message comprehensible (ACTFL, 2024).
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In addition to having proficiency guidelines ACTFL also publishes performance
descriptors. Unlike the proficiency guidelines, which were not specifically developed for
language students, the performance descriptors were explicitly designed for describing language
learners’ performance based on instruction in an academic setting. The descriptors were written
to describe practiced, familiar content. Similar to the proficiency guidelines, the performance
descriptors span levels from novice to advanced and each level also has a range. For novice, this
means that novice-low, novice-mid, and novice-high are all included in the performance
descriptors. The performance descriptors include three modes of communication: (a) interpretive
(comprehension of messages/one-way communication), (b) interpersonal (delivering and
comprehending messages/two-way communication), and (c) presentational (delivering
messages/one-way communication). Related to the purpose of this study to examine language
production, the interpersonal descriptor states, “Expresses self in conversations on very familiar
topics using a variety of words, phrases, simple sentences, and questions that have been highly
practiced and memorized” (ACTFL, 2012a, p.14). Within this descriptor, it is described that
learners engage in simple conversations and use formulaic or memorized language. The content
and context are personal and in their immediate surroundings, and related to this content, learners
are able to produce high frequency words and comprehend messages with the aid of visuals or
repetition. They repeat, revert to their L1, use gestures, and can be understood, sometimes with
difficulty, by people who are familiar with language learners’ production. The other productive
descriptor, presentational, states, “Communicates information on very familiar topics using a
variety of words, phrases, and sentences that have been practiced and memorized” (ACTFL,

2012a, p. 18). Like interpersonal communication, the language usage relies on memorized,
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formulaic, practice language on familiar topics. Presentational language may be aided by the
usage of visuals, notes, and practice sessions (ACTFL, 2012a).

Aligned with the proficiency guidelines and performance descriptors, ACTFL in
collaboration with National Council of State Supervisors for Languages (NCSSFL) developed
Can-Do statements for the purpose of guiding learners to set goals and monitor their progress
and assisting educators in creating goals and mapping language and intercultural proficiency
progress for curriculum and lessons. The Can-Do statements outline proficiency benchmarks,
performance indicators, and examples for five levels ranging from novice to distinguished across
five communication modes: (a) interpretive (comprehension of messages/one-way
communication), (b) interpersonal (delivering and comprehending messages/two-way
communication), (c) presentational (delivering messages/one-way communication), (d)
investigate (intercultural communication products), and (e) interact (intercultural practices).

As this study sought to understand oral communication, learners interested in
understanding the level of their speaking skills could look at interpersonal and presentational
performance descriptors and Can-Do statements for guidelines. In the category of interpersonal
skills, the statement reads, “I can communicate in spontaneous spoken, written, or signed
conversations on both very familiar and everyday topics, using a variety of practiced or
memorized words, phrases, simple sentences, and questions” (ACTFL, 2017. pp. 9-10). Within
this category, learners are asked to evaluate how they exchange information and meet their needs
in conversations and are given a sample list of I can statements for each level of novice, such as
the novice-mid level, which gives the examples, “I can introduce someone else and ask related
questions. I can say that I am hungry, cold, or tired and ask others. I can ask and answer

questions about homework. I can politely ask someone to repeat something I did not understand.
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I can ask and understand how much something costs” (ACTFL, 2017. pp. 9-10). Likewise, in
presentational communication, novices should be able to use memorized language to present
familiar topics. They are asked about how they express and respond to preferences and opinions
as well how they narrate their life experiences, which are followed by I can statements, which
relate to expressing likes, dislikes, preferences, describing towns or classrooms, and more. These
statements are formatted like the interpersonal “I can” statements. As novice learners may
struggle to produce linguistically complex structures, they draw on memorized language and
may require repetition to comprehend and be comprehensible (ACTFL, 2017).

In alignment with the proficiency guidelines and Can-Do statements, according to the
descriptors, novice learners in the presentational and interpersonal modes use practiced and
memorized language on a range of familiar topics, such as themselves, others, and daily life.
They can produce sentences and strings of sentences and maintain a basic conversation by asking
and responding to questions. Although practiced and memorized, they can incorporate a variety
of words and phrases related to familiar topics. Their questions tend to be formulaic, and their
responses often list, name, or identify people, places, and things. In terms of comprehensibility,
novice learners often require a sympathetic interlocutor or audience and can generally
comprehend their interlocutor with the aid of context clues and visuals when the topic is familiar.
They rely on limited vocabulary consisting of formulaic and practiced expressions and questions
as well as high frequency words. In order to support their communication, novice learners use
practiced and structures and words. When attempting to communicate, they may repeat words,
use gestures, revert to their L1, or express not understanding. Learners at this level may use
cultural gestures and expressions that have been practiced. However, they may also be aware of

cultural differences, yet not notice them when they are communicating (ACTFL, 2012a, 2024).
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Thus, it can be inferred from the guidelines that performance descriptors and Can-Do
statements that novice learners tend to rely on language that is formulaic and practiced. While
novices in direct instruction settings may use the Can-Do statements to monitor their progress
and set goals, it is important to remember that novice proficiency per the guidelines is achieved
when a learner can perform spontaneously and across topics at the novice level. Hence, novice
learners may be able to complete some tasks at a novice-mid level, and for other tasks they may
not move beyond novice-low, which is indicative of the curriculum and what has been
emphasized in the instructional environment. Within the topics that are familiar to them, each
novice learner should be able, at minimum, to produce words or short utterances related to the
topics they have studied in both presentational and interpersonal situations.

Application of the Framework

The performance descriptors and Can-Do statements were created for educators and
learners to use as part of the instructional process; however, the ACTFL proficiency guidelines
are meant to be used for measuring proficiency, independent of the curriculum or instruction.
With the proficiency orientation and the desire to understand how learners match up to the
guidelines, some studies related to oral language production have looked at how online learners
measure up to the proficiency guidelines using quantitative metrics.

A few quantitative researchers have sought to show that foreign language speaking
competence can be achieved in a primarily asynchronous environment by comparing online
learners to their face-to-face counterparts. Using a standardized testing metric and the ACTFL
proficiency guidelines to compare overall speaking proficiency as well as proficiency in four
subcategories has shown that there are no statistically significant differences between online

learners’ competence and face-to-face learners’ competence (Aldrich & Moneypenny, 2019; R.
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Blake et al., 2008; Moneypenny & Aldrich, 2016, 2018). Others have quantitatively examined
students proficiency levels using pre and post-tests, rubrics, and other custom developed
instruments (S. Kim, 2014; Tecedor & Campos-Dintrans, 2019; Yeh et al., 2019). These studies
show improvements in speaking, pronunciation, vocabulary, complexity, and fluency. However,
although they show language gains, these quantitative studies do not show the types of oral target
language that students produce in a completely asynchronous environment.
Literature Review

This study examined students’ usage of oral language in an asynchronous online
beginning Spanish class, the factors relevant to online oral production, and the types of language
produced. Therefore, the literature review begins with an explanation of communicative and
task-based learning to understand the nature of tasks and type of tasks that have been studied in
technology-mediated environments. This is followed by the factors that have been studied in
computer-mediated learning. A discussion of qualitative research related to language
performance and proficiency in online learning environments concludes the literature review.
Communicative and Task-Based Learning

Communicative language learning is not one specific means of learning, but rather a
broader category for a variety of methods that share principles. In communicative language
learning, the focus is on developing functional language and communicative competence, the
ability to communicate. This method of learning focuses first on meaning and meaning is
considered paramount to the learner. The focus on meaning does not eliminate grammar from a
communicative classroom. Grammar is still valued and believed to play a role in communication;
however, it is embedded within the lesson and is not the central topic of the lesson. In

communicative language learning, fluency is valued above accuracy, and errors are seen as
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natural (Dornyei, 2009; Ellis, 2003; T. Y. Kim, 2013; Larsen-Freeman & Anderson, 2011;
Savignon, 1991). Thus, a communicative language learning experience entails learning linguistic
structures in relation to communicating meaning, with conveying a message being prioritized
over grammatical correctness.

For a student, the communicative classroom generally uses the target language for the
instruction as well as management; thus, the majority if not all of the class is in the target
language. Sometimes explicit instruction occurs, which gives learners direct instruction, with
metalinguistic descriptions, and sometimes it is indirect, where learners must figure out the rule
behind the structure themselves. Students hear and read the target language and participate in
individual assignments and pair work. Through the entire learning experience, learners are
expected to negotiate meaning with both their instructor and their peers. Sometimes they receive
recasts or clarification requests, and sometimes they receive direct corrections (Ellis, 2008;
Larsen-Freeman & Anderson, 2011; Savignon, 1991). Sitting in a communicative classroom,
therefore, entails a highly immersive experience although there may be some usage of the L1
when critical. Learners are expected to receive a high quantity of target language input and are
expected to use the target language to ask questions and make statements to clarify the messages
being communicated.

In a communicative classroom, a student is often expected to engage in a task. Task is a
word that can take on a variety of meanings; however, regardless of the exact definition,
according to Ellis (2003), there are several critical features defining a task. Ellis stated that a task
is the activity plan, and it should focus on meaning. When developed, the plan should not
identify the language that the learner should use, but rather the learner selects the language

needed to meet the outcome. Furthermore, the task can use any of the four language domains but
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must focus on real-world usage of the language, such as asking and answering questions or
filling out a form that could be encountered in the target language culture. Finally, the task must
use cognitive processes and have a communicative, nonlinguistic, outcome (Ellis, 2003). To
clearly separate a task from an exercise or activity, Ellis (2013) maintains that in a task learners
must encounter a gap and use their own resources, both linguistic and nonlinguistic, to
accomplish a nonlinguistic outcome. Hence, a task is a purposeful plan of activity that must
allow the learners to work toward a goal using their own linguistic choices to accomplish a
practical usage of language.

While there is much literature on communicative and task-based learning, there are key
considerations to implementing tasks in online classrooms. One of the challenges is that tasks do
not function the same in a traditional class as they do in an online environment; in fact, online
learners have to attend to technical features in addition to content, and if the task requires pair
work or group work, socialization, which is different online from a traditional class, may make
the task more challenging online (Baralt & Morcillo Gomez, 2017). While there are guidelines
for how to design tasks or incorporate a task-based pedagogy online (Baralt & Morcillo Gomez,
2017; Gruba, 2004; Ros i Sole & Mardomingo, 2004), one of the key considerations is that tasks
online must still focus on meaning and be purposeful activity plans. Fukushima (2002) stated
that when using multimedia technologies, it is important to ensure that the adapted task results in
target language content that has real-world value. Hence, it is crucial that creating a task for a
technology-mediated learning experience considers the key elements of a task and focuses on
meaning and practical value.

Tasks play a crucial role in communicative language learning, and studies have shown

that it is possible to effectively implement videoconferencing tasks with oral components that
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have essential communicative language characteristics. One of the criteria distinguishing a task
from an exercise is that a task entails a gap in information or a puzzle for students to solve. Guo
and Mollering (2016) investigated learners’ engagement in information gap and jigsaw tasks in a
study where two of the face-to-face beginner Chinese class meetings were replaced with
videoconferencing meetings. Another type of task is one that is designed to be communicative
but requires the usage of certain grammatical structures for message clarity. Granena (2016)
examined this type of form-focused tasks of intermediate EFL students in a videoconferencing
class. Both studies showed that tasks conducted via Web conferencing can be beneficial for
language learning. The intermediate learners demonstrated improved target language structures
suggesting that they noticed linguistic differences whereas the beginners demonstrated use of
multimodal participation in their interaction of tasks suggesting that multimodality might assist
students to express ideas when their language proficiency is lower (Granena, 2016; Guo &
Mollering, 2016). Hence, Web conferencing features and functionality make it possible to draw
on linguistic and non-linguistic resources to orally carry out a task in real time.

In blended environments using asynchronous oral tasks to supplement in class learning,
learners engage in practical language use and build language skills related to their real-world
application (Fukushima, 2002; H.-K. Kim, 2015; Kirkg6z, 2011). Seven intermediate Japanese
learners, who developed a video to showcase the ESL program at their university, created a
product of practical value and demonstrated appropriate L2 skills (Fukushima, 2002). Similarly,
a group of student teachers teaching English in Turkey created reflective videos which allowed
them to relay and reflect on their classrooms while practicing their speaking proficiency, which
also helped them to become aware of the thematic knowledge they needed in English (Kirkgdz,

2011). Another means of conducting tasks with real-world application is to have learners

30



participate in an exchange with native speakers. Using an asynchronous audio chat, French
speakers learning Korean communicated with students in Korea as a supplement to their class,
which learners saw not only as beneficial to their oral language skills, but also they increased
their cultural knowledge (H.-K. Kim, 2015). Bava Harji and Gheitanchian (2017) studied
multimedia task-based teaching and learning to provide English learners who only produced 2-3
words orally at the beginning of the semester with input to supplement in class oral production.
They increased the complexity of the tasks and showed that at the end of 16 weeks, students
produced more accurate, fluent, and complex oral language (Bava Harji & Gheitanchian, 2017).
Therefore, supplementing classes with video tasks, asynchronous audio chats, and multimedia
task-based teaching all show tasks can be practical, provide scaffolding, and be beneficial for
asynchronous learners.

Tasks can be highly beneficial to fully online learners as well. In an online English class
for specific purposes composed of French-speaking biology students who were high beginners or
intermediate learners, Sarré (2011) found that tasks carried out on discussion boards, text chat,
and video conferencing fostered negotiation, which was triggered by content-related gaps.
Similarly, in a comparative study of beginning Japanese learners participating in online course
using Google Docs, Google Hangout, and VoiceThread to engage in tasks, it was shown that
learners in the online class more successfully negotiated communication gaps than their face-to-
face counterparts (Sato et al., 2017). In addition, learners in the online cohort also outperformed
their face-to-face counterparts in language function and text type. In online environments, there
must still be an information gap or a puzzle for students to solve in order to trigger the
negotiation of meaning that is important to language construction. Learners in fully online

classes are able to do this through a variety of tools (Sarré, 2011; Sato et al., 2017).
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Studies of oral tasks implemented via technology show several advantages to using
technology to conduct a communicative language task. First, they have shown that tasks can be
delivered to all levels of language learners: beginners (Bava Harji & Gheitanchian, 2017; Guo &
Mollering, 2016; Sato et al., 2017), intermediate learners (Fukushima, 2002; Granena, 2016; H.-
K. Kim, 2015; Sarré, 2011), or advanced language learners (Kirkgoz, 2011). Additionally, several
of the studies have demonstrated that oral tasks effectively delivered produce gains in language
skills (Bava Harji & Gheitanchian, 2017; Granena, 2016; Kirkgoz, 2011; Sarré, 2011; Sato et al.,
2017). Furthermore, learner enjoyment and motivation can increase when incorporating tasks
(Fukushima, 2002; H.-K. Kim, 2015). Nonlinguistic benefits can also be seen, such as the usage
of multimodal expression (Guo & Méllering, 2016) and increased cultural knowledge (H.-K.
Kim, 2015). Despite the many advantages seen in the studies on L2 oral language tasks, all the
studies included some type of synchronous communication, whether it be traditional in class or
via videoconferencing. Based on a review of the literature on Scopus, no studies addressed the
usage of tasks in an entirely asynchronous, computer-mediated environment. Classes with a
synchronous component permit learners to negotiate meaning and ask for clarification in real
time, whereas a fully asynchronous class does not afford learners this opportunity, which
suggests that it is still uncertain of which types of oral tasks are incorporated into fully
asynchronous learning environments.

Factors Related to Oral Production Online

Although oral language has a vital role in the development of linguistic skills as well as
communication skills, there are other factors that may play a role in the learning process. Studies
of asynchronous oral communication have looked at how learners feel when participating in

asynchronous oral activities as well as how students’ self-monitoring can influence their
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speaking assignments. In addition to investigating learners’ traits and strategies, studies have
explored how working with others in interactive and collaborative activities and how
incorporating different digital tools are factors in asynchronous oral activities.
Learner Traits

Individual traits and perceptions, such as motivation, willingness to communicate,
attitudes, and anxiety, have been studied in relation to oral communication in computer-mediated
learning environments. Research suggests that online asynchronous oral assignments have an
overall positive influence on learner traits. Confidence, motivation, willingness to communicate,
and decreased anxiety have been reported among ESL learners and second semester French
students using asynchronous voice discussions (Gleason & Suvorov, 2012; Lepore, 2014).
Students using online oral discussions also mentioned their future goals to use the target
language and were able to envision their ideal self (Gleason & Suvorov, 2012). Shih (2010)
analyzed data from EFL students in relation to using a video blog for speaking and discovered
that students expressed a reduction in speaking anxiety. Similarly, McIntosh et al. (2003), in a
study of an online course, found that EFL students felt the online environment was a non-
threatening atmosphere. Like the findings in other areas of L2 research that used the activity
theory framework (T. Y. Kim, 2013; Nguyen & Habok, 2021; Nishio et al., 2020; Yu & Lee,
2015), these findings imply that the context may heighten learners’ motivation and align with a
higher level of comfort in completing an assignment.

On the contrary, not all researchers mentioned positive learner perceptions of online
speaking activities. Barkanyi (2018) investigated learners’ attitudes and anxiety about speaking

activities in a Spanish for a beginners 4-week massive open online course (MOOC)*! and found

"MOOC is a Massive Open Online Course, which is an informal learning environment. Learners who enroll in
MOOCs participate to the extent that they desire. The lessons are there along with assessments, but they
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that half of the participants completed the recordings, but less than a quarter of them shared them
on the discussion board because they felt anxiety about posting their recordings. Additionally,
they felt that they would not receive feedback on their postings. These findings further suggest
that context plays a role in what feelings learners experience.
Self-Monitoring

Krashen (1982) referred to learners using metalinguistic knowledge or learning as a filter
for self-correcting one’s language output, which implies that learners who are able recognize
their errors, will learn from them. Several researchers have explored this role in asynchronous
oral communication. Castaneda and Rodriguez-Gonzalez (2011) analyzed nine second-semester
Spanish students’ self-evaluation forms to shed light on students’ perceived strengths and
weaknesses. Similarly, Kim (2014) examined the role of self-evaluation of five high-level
English as a second language (ESL) participants in a video class. Both studies demonstrated that
self-monitoring increases learners’ participation and motivation as they continuously monitor
their own progress (Castaneda & Rodriguez-Gonzalez, 2011; S. Kim, 2014). Nakazawa (2007)
reported that intermediate Japanese learners’ perceptions of self-monitoring using technology
allowed them to see their own speaking improvements. These studies suggest that learner
accountability through self-monitoring in online asynchronous L2 oral communication is
advantageous to language learning both in calling attention to learners’ performance
improvements by increasing executive cognitive control, as well as increasing motivation.
Interaction and Collaboration

In intermediate and advanced courses, studies have indicated that interaction and

collaboration are beneficial components of asynchronous oral L2 assignments. Sun and Yang

carry no penalty for not completing portions. Optionally, learners can get a certificate of completion after
completing the course if they wish.
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(2015) and Yeh et al. (2019) stated that there are benefits to collaboration with more proficient
speakers. Sun and Yang (2015) demonstrated how 14 undergraduate EFL students with high-
intermediate and advanced English proficiency constructed their oral language by creating
YouTube videos for international students about their university. The videos were posted on
Facebook, and learners interacted with native speakers. Yeh et al. (2019) conducted a study
specifically designed to incorporate interaction between advanced English learners and
intermediate English learners to explore the role of video blogs and comments on speaking
development. These studies explored interaction with more knowledgeable collaborators and
suggested that this is advantageous for learners.

In peer-to-peer collaboration, Tseng and Huh (2016) examined how dialogic activities on
an oral discussion board transform utterances, and in the findings, excerpts from two EFL
learners show how they appropriated ideas and vocabulary from listening to various other
classmates, which were later used in their own utterances. Similarly, Hung (2011) also explored
collaborative learning in relation to language learning in a study of 17 EFL students’ experiences
using video blogs or vlogs and discovered that most of the students perceived the blog as a
learning tool that helped them with their language development.

Furthermore, EFL students were not the only foreign language learners to report positive
aspects of peer-to-peer interaction. Lee (2014) discussed the affordances of using peer comments
to develop speaking proficiency in an intermediate Spanish class, where 15 university students
recorded digital news stories. Students acknowledged improvement to speaking skills and
understanding of news issues, attributing this understanding to the collaborative nature of the
activity. These studies suggested that there are positive language gains to collaboration with

peers as well as with more proficient speakers. In fact, it is shown that learners engaged in
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collaborative and interactive learning improved in organization, content, speaking,
pronunciation, vocabulary, grammar, writing, listening, and reading (Hung, 2011; L. Lee, 2014;
Sun & Yang, 2015; Yeh et al., 2019). Additionally, the collaborative nature of the activities also
increased motivation to present high quality projects, and the interaction was perceived as
beneficial (Fukushima, 2002; Hung, 2011; Sun & Yang, 2015). Thus, the research using
interactive and collaborative activities among intermediate and high level EFL learners suggested
that through interaction and collaboration with peers or more fluent speakers on an asynchronous
oral platform, students can coconstruct knowledge and develop language skills.

While the research conducted with lower-level students is scarcer, it still suggests that
collaboration at lower levels is advantageous. In a study of 11 low English proficiency university
students, Bakar et al. (2013) showed that students perceived benefits to asynchronous oral
discussions because they could review their own errors, listen multiple times to recordings, and
gain ideas from others. Additionally, they felt reduced speaking anxiety in comparison to face-to-
face discussions. These findings supported that like intermediate and advanced students, learners
at lower proficiency levels can use interactions to construct and build new linguistic knowledge.
Digital Tools

In addition to exploring learner characteristics, strategies, and activities, research in the
field of asynchronous L2 oral communication has explored the usage of different tools. Alameen
(2011) studied the usage of VVoiceThread for carrying out a multiliteracy storytelling project
completed by 48 ESL students in an advanced writing class. The descriptive study listed several
literacies strategies and the positive perception of using VVoiceThread to craft digital stories. In
two EFL classes at a women’s college, Bubbly was used for microblogging to examine the

digital affordances of the technology. Students reported interactive benefits, increased motivation
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and speaking confidence, and the enjoying adding soundtracks to make their recordings sound
more professional (Davies, 2015). Thus, the research examining tools suggests that VVoiceThread
and Bubbly aid in language development and offer other technological affordances to
asynchronous communication.

Factors that have been studied in relation to asynchronous oral assignments include
learner traits, self-monitoring strategies, interactive and collaborative assignments, and the usage
of different tools. In relation to these factors, language developments, perceptions, and other
benefits have been noted, yet drawbacks have also been noted. Most research related to factors
was written about EFL students and intermediate and/or advanced learners. Thus, it is still
unknown how these factors are present within other foreign languages and beginning levels.
Qualitative Descriptions of Oral Performance

Few researchers have sought to qualitatively show the types of language students
produce. All of the studies providing examples used intermediate or advanced learners in a
blended or web-enhanced environment. Tseng and Huh (2016) showed how to students enrolled
in a blended intermediate/advanced EFL course co-constructed their oral responses with their
peers, and exemplified the ways that students built their language skills with samples of the
dialogues. Similarly, Abuseileek and Qatawneh (2013) studied a group of intermediate EFL.
learners in a study of Web-enhanced oral production. They aimed to study question making skills
and included excerpts demonstrating the different questions that students produced. In a study of
intermediate Spanish students in a Web-enhanced course, several samples of presentational and
interpersonal experts from oral online activities were included to show the types of language that
students produced (L. Lee, 2014). These three studies used passages transcribed from students’

asynchronous oral activities to demonstrate the types of language that students produce.
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Although they showed that learners build their spoken language skills, none of them
demonstrated what learners at the beginning level produce in an asynchronous online

environment.

38



Chapter 3: Research Methodology
Introduction

This chapter explains the research methodology used in this study. First how the research
design aligned with the purpose of the study is presented. Next the research questions are stated
and then the context and the participants are described. Subsequently, the outline and description
of the methods used for collection and analysis are elaborated, and the chapter concludes with an
account of methods to ensure quality and trustworthiness.

Research Design

This study was a qualitative descriptive single-case study. “Qualitative research involves
an interpretive, naturalistic approach to the world. This means that qualitative researchers study
things in their natural settings, attempting to make sense of, or interpret, phenomena in terms of
the meanings people bring to them” (Denzin & Lincoln, 2011). Qualitative research was selected
for this study in order to examine the usage of L2 oral communication within one natural setting,
an asynchronous online Spanish class.

In alignment with the purpose to examine asynchronous L2 oral communication and
because it places importance on the description and the context of the case, the methodology
selected was case study (Baxter & Jack, 2008; Creswell & Poth, 2018). Case study methodology
is based on the philosophical belief that truth depends on one’s perspective and is a research
methodology which targets how and why questions (Baxter & Jack, 2008; Creswell & Poth,
2018; Yin, 2016, 2017). This study targeted an understanding of a contemporary social
phenomenon within the context of a college course. A case study is appropriate to use when the
context and the phenomenon cannot be clearly separated (Yin, 2016, 2017). Descriptive case

studies seek to describe a phenomenon within the context that it occurs (Baxter & Jack, 2008).
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Yin (2017) stated that the purpose of descriptive case studies is to describe the phenomenon in its
real-life context and not to explain any causal relationship; therefore, this approach to case study
is best suited for exploring how rather than why questions. The focus of descriptive case study
aligned with the purpose of this study, which was to describe asynchronous oral interaction
within a specified context and answer the research question: How do students use L2 oral
communication in an asynchronous online beginning Spanish course at a community college?

Creswell and Poth (2018) stated that when the purpose is to illustrate an issue, a single-
case study is frequently chosen. Yin (2017) likewise mentioned that using a single-case design is
appropriate for a variety of illustrative purposes, such as having a “critical, unusual, common,
revelatory, or longitudinal case” (p. 84). Because there is a lack of literature pertaining to
completely asynchronous online oral language production, single-case study was selected to
illustrate the usage of oral interaction in an L2 asynchronous course.

Creswell and Poth (2018) stated, “a case study is a good approach when the inquirer has
clearly identifiable cases with boundaries and seeks to provide an in-depth understanding of the
cases” (Creswell & Poth, 2018, p. 100). Bounded cases are cases with set boundaries. To set
boundaries for a case, a researcher establishes limits to the case by identifying and creating
restrictions based on the setting, timing, activity, or context (Creswell & Poth, 2018; Yin, 2017).
This case study was bounded by the time, place, course, and activity. The boundaries included
studying one asynchronous online beginning Spanish course conducted at a community college
in the Mid-Atlantic in the Fall 2021 and was limited to a study of asynchronous oral

communication.
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Research Questions

This qualitative descriptive single case study investigated the following primary research
question: How do beginning students use L2 oral communication in an asynchronous online
beginning Spanish course at a community college? Within this main question, the study focused
on following subquestions:

1. What are the factors that mediate students’ oral engagement in an asynchronous online
beginning Spanish course at a community college?

2. What are the ways that students demonstrate interpersonal and presentational oral
communication in an asynchronous online beginning Spanish course at a community
college?

Research Context

This study was conducted at a community college in the Mid-Atlantic region of the US,
for which an IRB protocol and site permissions were attained. The college’s population was
about 8,500 students of whom 90% are residents of the county. The population was evenly
divided among full-time, traditional college students and part-time students over the age of 25.
Approximately 40% of the students were males and 60% were females. The largest demographic
was 56% Caucasian, and 19% African American was the second largest. Notably, 56% of the
population received some type of financial aid.

The community college received numerous commendations for the online education
division and offered several fully online associates degree programs. Because of the prevalence
of online education, prior to transitioning online for COVID-19, the college reported that 44% of
the students took a minimum of one course online per year. The Division of Distance Learning’s

motto of “anytime and anywhere” conveyed the central philosophy that all courses had to be able
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to be completed asynchronously, and any synchronous activities had to be optional. The
commitment to completely asynchronous learning was so embedded in the context that even
optional synchronous study sessions for a course had to be recorded and available
asynchronously for those who were unable to attend the synchronous session.

For this study, one section of a completely asynchronous Spanish for Beginners I course
offered in fall of 2021 was selected. This selected course was listed as a fully online
asynchronous Beginning Spanish class, and in the Fall 2021 semester, students had the option of
online learning or face-to-face learning, so most of the students enrolled had elected the course
because they wanted a fully online asynchronous course. Prior to the fall of 2021, there were no
on campus classes available due to the COVID-19 pandemic; therefore, many students who did
not wish to be online students were forced to take online courses or postpone their education.
Because the research targeted online learners, semesters prior to fall of 2021 were excluded in
order to investigate online learning with a better representative of learners who chose to study
online.

Additionally, an archived course was used to mitigate conflicts of interest between roles.
The researcher was a full-time faculty member at the institution and taught the majority of the
Spanish offerings each semester. As a result of the reduction in course offerings due to Covid-19,
the researcher taught all the sections of Spanish for Beginners I and Spanish for Beginners II in
the Spring 2022 semester. Thus, to avoid the conflict of being the teacher and researcher in an
active course in the spring of 2022, a Fall 2021 archived course was selected and the study was
conducted after the conclusion of the 2021-2022 academic year. This allowed the researcher to
select student participants who had completed the course, received their grades, and were not

currently enrolled in another course with the researcher during the research period.
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Additionally, the researcher was the course template designer and the department chair.
Faculty who teach Spanish for Beginners I were given a template from the researcher with the
course goals and weekly objectives, MindTap assignment links, and suggestions for written and
oral discussions. Each faculty member had the right to select additional materials and to delete or
modify existing template content, provided that they include all of the topics indicated in the
curriculum. As the course designer and department chair, part of the researcher’s professional
role was to observe other faculty members. Using a course that was no longer active helped to
maintain a separation of observation for professional duties and observation for research
purposes. While the conflict of roles was mitigated, the usage of an archived course did not
decrease access to observation because all course materials and student interactions remained
accessible to the researcher.

The online course selected for this study was hosted on Blackboard Learn, an LMS,
which provided communication tools, such as announcements, course email, discussions, blogs,
and wikis. The system allowed for the posting of text or oral responses to be submitted to
discussions, blogs, wikis, and course assignments; however, the video and audio were captured
through a program linked to Blackboard or recorded outside Blackboard and uploaded. In
addition to Blackboard, the Spanish department used MindTap, which was a course learning
platform that accompanied the textbook. MindTap had many written assignments targeting
vocabulary, grammar, reading, writing, and/or listening skills. They had some oral assignments
each chapter targeting pronunciation, vocabulary, and/or grammar, but the number was less than
one speaking assignment for every 10 assignments that required written responses.

The students enrolled in Spanish for Beginners I asynchronously were expected to login a

minimum of at least once a week although they were encouraged to login three times a week.
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Each week they had assignments that they had to turn in, and assignments were due every Friday
at 11:59pm. Each week, their lesson contained vocabulary and grammar topics, and every three
weeks they also had a cultural topic. In a typical week, students opened a weekly folder where
they viewed an introduction and the objectives for the week. They learned through videos,
PowerPoints, and other instructor provided materials posted on Blackboard. There were links in
each week to MindTap assignments. The assignments each week began with matching or
multiple choice and advanced to producing sentences or phrases, so the assignments increased in
complexity as the student practiced the topic. In MindTap, the assignments were auto graded;
therefore, students were always provided with instructions and a model showing the expected
format of the response.

In addition, every week students were given a prompt and a link to complete an oral
discussion in VoiceThread. The VoiceThread prompts were located at the end of the week and
targeted a cumulative usage of the week’s lessons and more conversational speech. Students
completed each interpersonal VoiceThread over the course of three weeks, and then a
presentational VoiceThread followed in the 3rd week. The interpersonal VoiceThread asked
students to produce responses to the prompt the first week of a chapter and continue the
discussion by asking questions or making comments to classmates the following two weeks.
There were no starters or models given, but the parameters were listed. Although the students
could write a script and read their response, the language structures they selected to use were
entirely their choice. The instructions in interpersonal weeks informed students that the purpose
was to practice and receive feedback, so they would not be penalized for errors. The
presentational prompt asked students to create an audiovisual informational presentation. Again,

students were not given any starters or models. They were expected to draw on what they had
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learned. As a presentation, it was expected that students had written a script, practiced, and
recorded their response. The accompanying rubric informed students that their vocabulary,
grammar, pronunciation, content, and visuals are factored into their grade.
Participants

In case studies, there is no set number of participants; however, four or five participants
are commonly included (Creswell, 2014; Creswell & Poth, 2018; Yin, 2017). Thus, for this study
the researcher decided to focus on five focal participants. These five participants were five
beginning Spanish students from the Fall 2021 semester, who were selected for interviews. After
grades were posted for the Fall 2021 semester, a short email with study information was sent to
the college email address of students that had enrolled in Spanish for Beginners I online in the
fall of 2021. At the bottom of the email, there was a link to study information and an informed
consent (see Appendix A). After students clicked that they wished to participate, they were
directed to a page where they filled out a brief online form asking demographic questions and
their prior Spanish knowledge (see Appendix B). In alignment with the research questions, only
beginning language learners were asked to participate. Beginning students were defined as those
with less than one year of prior formal studies in the last 10 years. Heritage learners, whose
family spoke Spanish, and those who learned by other informal methods were excluded from the
definition of beginning. The survey yielded 11 potential beginning student participants, so to
choose five focal participants for interviews, participants were selected using purposeful
sampling. Purposeful sampling is used to deliberately select the best sample of participants to
participate based on how they might inform the research (Creswell, 2014; Creswell & Poth,

2018).
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As part of the purposeful selection, the student participants were selected using maximum
variation sampling procedures, in which according to selected characteristics diverse participants
are selected to document variations (Miles & Huberman, as cited in Creswell & Poth, 2018).
This study sought to use participants who fit different demographic profiles. The primary criteria
for selection was the age demographic. The college has approximately equal quantity of
traditional (18-24 years old) and nontraditional (25+ years old) students; therefore, the researcher
felt it was important to include participants from both age groups. The researcher included three
traditional students and two nontraditional students because the college experience for traditional
students and nontraditional students is often different based on having differing priorities and
commitments. Traditional students frequently take a full course load, whereas nontraditional
students often take only one or two classes a semester. The participants in this study also fit this
description; the three traditional students were enrolled in a full course load while the two
nontraditional students were enrolled in less than nine credits.

While the age demographic and enrollment status were the primary criteria considered,
the researcher aimed to diversify the demographics to be representative of various different
demographic profiles at the college. Therefore, the sampling also accounted for race, gender,
year of studies and major. Hence, some students were excluded from participating because the
researcher wanted to include different voices and did not want participant uniformity. The
demographics matrix for the five focal participants that were interviewed is below in Table 1.
Table 1

Focal Participant Demographic Matrix

Participants ~ Age Enrollment Gender Race Major Year
(Pseudonym)
Alyssa 18-25  Full time Female White  Health Science  Junior
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Caroline 18-25
Danielle 18-25
Joelle 25+
Leo 25+

Full time
Full time
Part time

Part time

Female
Female

Female

Male

Black
Asian
Black
White

Psychology
Biology
Sociology
Liberal Arts

Freshman
Sophomore
Freshman

Freshman

As five students were selected for interviews, these were the main participants in the

study; however, the data from course assignments for the remaining six beginning students who

consented to participate in the study was collected and analyzed in order to demonstrate and

triangulate the findings. The demographics matrix of the students who were not interviewed, but

whose data was collected and analyzed is below in Table 2.

Table 2

Additional Assignment Participant Demographic Matrix

Participants ~ Age Enrollment Gender Race Major Year
(Pseudonym)

Alice 18-25 Full time Female Black History Junior
Andrea 25+ Part time Female White Education Junior
David 18-25  Full time Male Hispanic  Education Sophomore
Jane 18-25  Part time Female Hispanic Health Science Sophomore
James 18-25  Part time Male White Exercise Science Junior

Lisa 18-25  Full time Female White Health Science Junior

Data Collection

Data collection in a case study utilizes multiple sources, which allows the research to

triangulate the data and create detailed descriptions (Pearson et al., 2015). Case study data

collection relies on multiple sources, such as observations, interviews, and documents (Creswell

& Poth, 2018). Yin (2017) mentioned six forms of data collection that can be used for case study:
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“documents, archival records, interviews, direct observation, participant observation, and
physical artifacts” (p. 229). Creswell and Poth (2018) highlighted that qualitative data collection
can be done in a computer-mediated environment. They stated that focus groups and interviews
can be conducted virtually, but also qualitative researchers can include weblogs, journals,
discussion boards, and social media. Data informing this case study came from a variety of
sources consistent with case study methods. The primary method of data collection was the direct
observation of the oral assignments. Interviews with student participants were conducted to
triangulate the findings by asking students to reveal their perception of the tasks and the factors
mediating their learning. Conducting a course analysis of the course materials, documents and
organization served as a second source of triangulation to highlight parameters and mediators.
Direct Observation of the Oral Assignments

In direct observation, the position of the researcher is as unobtrusive to the natural
environment as possible in order to observe the phenomenon within its context and in real time
(Yin, 2016, 2017). The role of the researcher in direct observation is nonparticipant observer, in
which the researcher is an outsider and takes notes from a distance, or complete observer, where
the participants do not see or notice the researcher (Creswell & Poth, 2018). Direct observation
in an archived asynchronous online class permitted the researcher to observe the classroom
without disrupting the regular classroom procedure, and participants were unaware of the
researcher’s presence entirely. Direct observations for this study took place after the grades had
been posted for the semester, and since after the final day of the semester, students no longer had
access to the course, observing an archived course with no current students ensured that the

researcher’s presence was unobtrusive.
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As this was an archived asynchronous online class, the observations consisted of the
researcher listening to, taking fieldnotes, transcribing, and capturing any accompanying visuals
for the oral assignments that students completed in Weeks 8-10 (interpersonal), 11
(presentational), 12-14 (interpersonal), and 15 (presentational). This time frame was selected
because at the beginning of the semester beginning students have little functional language, and
in the latter half of the semester beginning students should be able to express some language at a
novice-low level, and possibly also exhibit some novice-mid level language. This time frame
also allowed the researcher to gather samples of presentational and interpersonal oral
communication. Each assignment had about 25 students submitting the assignment, which means
that by using Weeks 8-15 the research collected 146 interpersonal recordings and 50
presentational recordings. As the students were beginners, the recordings varied between 15-20
seconds each for the interpersonal assignment, and 50 seconds to a minute and a half for the
presentational assignments. The oral tasks, their instructions, and their timeframe are listed in

Table 3 below.

Table 3
Timeline of Oral Tasks
Task Instructions Timeframe

Chapter 2 Oral  The prompt will appear on the page when you open the ~ Week 8§ - 10
Discussion assignment. You have three weeks to complete this Oct 23 —Nov 11
assignment. Please post your first response by the end of

the first week, and your comments in the second and
third week. This is your chance to practice and get some
feedback on your speaking before test week.

Part 1: Describe a family (yours or another).
(table continues)
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Part 2: Continue the conversation by leaving comments
for your classmates asking and answering questions.

Speaking This is a presentation for the class. You must record Week 11
Assessment your voice and share images as if you were presenting in Nov 12 — 19
front of the class. You can do a PowerPoint and add
audio. You can do a video. The choice of tool is up to

you. Your presentations should be 30 seconds to 1
minute.

Prompt: Describe your family (or a celebrity/tv show
family if you prefer not to give personal details).
Examples of things you could include are names, ages,
physical and/or personality descriptions, favorite
activities, and nationalities.

Chapter 3 Oral  The prompt will appear on the page when you open the ~ Week 12 - 14
Discussion assignment. You have three weeks to complete this Nov 20 — Dec 13
assignment. Please post your first response by the end of

the first week, and your comments in the second and
third week. This is your chance to practice and get some
feedback on your speaking before test week.

Image — chart of showing the forms of the verb gustar
Audio prompt: So with gustar, I’d like us to try and be a
little more interactive in our VoiceThread. Take what
you have learned, use our vocabulary words from the
chapter, and ask your classmates questions. You can
ask: Do you like? Does your friend like? Do students
like? Does the professor like? Remember don’t think
about English do/does just think who does the liking, so
if you want to ask does our professor like you could say:
¢A la profesora le gusta estudiar? Does our professor
like to study? Use the chart to build your questions. Try

(table continues)
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to build at least two questions and check your

classmates' questions and respond to two people.
Speaking This is a presentation for the class. You must record Week 15
Assessment your voice and share images as if you were presenting in Dec 13 — 20

front of the class. You can do a PowerPoint and add

audio. You can do a video. The choice of tool is up to

you. Your presentations should be 30 seconds to 1

minute.

Prompt: Describe your free time activities. Talk about

your participation in sports and other leisure activities.

You can mention different activities for different months

or seasons or different activities for the week vs.

weekend. Do NOT talk about activities you did as a

child. Focus on present activities. If you have free time,

what do you do?

When you finish, please view two other presentations

and leave comments for your classmates.

Participant Interviews

Yin (2017) asserted that interviews are one of the most important data collection methods
in case study because they are designed to target the explanations sought in how and why
questions. Since interviews align with answering how questions, this case study included
interviews to target the overarching question of how students use L2 oral communication in an
asynchronous online beginning Spanish course at a community college. Yin (2017) also stated
that the advantage of interviewing is that it targets specific information. The researcher in this
study conducted interviews to uncover mediating factors and students’ perceptions of the oral
assignments. Case study interviews are fluid and conversational; however, if they are designed to

last an hour, an interview protocol is recommended. The protocol targets the explanations to the
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research questions, yet remains flexible enough for the researcher to ask additional questions
(Creswell & Poth, 2018; Turner, 2010; Yin, 2016, 2017). In this study, the researcher used a
semistructured interview protocol (see Appendix C). The semistructured design of the interview
protocol allowed the researcher to ask questions soliciting information pertaining to the research
questions while also allowing for additional follow-up questions to be asked when deemed
necessary.

In this study, individual interviews were held with five focal student participants. Each
interview lasted 35-50 minutes and followed the semistructured protocol. Students were directed
to think of their Spanish for Beginners I course and answer reflectively when responding to the
protocol questions. Follow-up questions were asked as needed for clarification or to prompt the
students for more in-depth responses. As the participants in this study were online students, the
semistructured interviews were conducted virtually using Webex to account for students not
being located near the physical campus. Webex, a platform for videoconferencing, allowed the
researcher to view the facial expressions and gestures of the participants and record the
interviews for transcription and review. Even though the interviews were recorded and available
for later viewing, the researcher took notes during the interview of salient responses and
important visual cues, which allowed the researcher to identify significant responses and probe
for more elaboration. Following each interview, the recordings were transcribed.

Course Organization, Materials and Documents

Using documents and artifacts can be an unobtrusive and insightful method of collecting
data (Yin, 2017). Documents and/or artifacts are used as supplementary materials in qualitative
research to accompany interviews and observations (Creswell & Poth, 2018). In this qualitative

descriptive case study, the researcher accessed documents and course materials related to the
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research questions, specifically searching for documents relating to mediating factors. The
collection of documents entailed going through the weekly modules to document the class
learning materials and the provided instructions and activities. Notes were taken on organization,
layout, design, and format of learning materials, and accompanying screen shots were captured.
Following the collection of the weekly instructor provided materials, audiovisual artifacts were
transcribed. In addition to the instructor-provided materials, students submitted reflective
journals in Weeks 10 and 14. As the journals asked students to be reflective about their language
learning strengths, weaknesses, resources, and progress, they were collected as supplementary
materials.

Because of the volume of data collected in a case study, researchers should employ a
detailed and thorough documentation system or a matrix to organize and demonstrate the
multiple collection forms and depth of the data and multiple forms of data collection (Pearson et
al., 2015; Yin, 2017). Thus, as a part of the collection process and for the purposes of analysis, a
spreadsheet was developed to organize the data and data wads entered into the spreadsheet
throughout the collection process.

Data Analysis

Yin (2016) stated that inductive analysis aligns with the nature of qualitative research and
takes a bottom-up approach, in which concepts and insights are derived from the field and data
collection. Likewise, Creswell and Poth (2018) declared that qualitative researchers often use
inductive analysis to generate a theory or pattern of meaning rather than testing or validating an
existing theory, yet they maintain that qualitative research can involve inductive and deductive
processes. They stated that the process of arriving at themes from codes is an inductive

perspective, which is then supported by the deductive process of gathering support for the
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themes. This case study primarily took an inductive approach to analysis to generate patterns;
nevertheless, deductive analysis was used to support the inductive analysis.

Content analysis is an approach that can be either inductive or deductive in nature.
Content analysis seeks to identify patterns, their relationships and discourses through systematic
coding and categorizing. Content analysis can be either a quantitative or qualitative approach. It
often entails reporting patterns through counting the number of times that a code occurs, which
when used in a qualitative study can be used to identify the frequency of an aspect of the data
(Elo & Kyngis, 2008; Vaismoradi et al., 2013). For this study, inductive qualitative content
analysis was used for analyzing the main data source, the oral assignments, as well as the
triangulating sources, the interviews and course documents and artifacts.

Content analysis was selected for this study for a variety of reasons. First, content
analysis is used to respond to the question of who says what to whom (Elo & Kyngis, 2008).
This study focused on students’ oral target language usage in an asynchronous classroom and
explored what students were saying in both their interpersonal dialogues and their presentational
monologues. Because the audiences are different in conversation and presentational modes, this
study was deemed in alignment with content analysis’ purpose. Additionally, in content analysis,
the researcher may aim to understand where, when, what, and why something happens.
Therefore, content analysis was also used to seek contextualization of what was being said and
include an exploration of mediating factors. Furthermore, content analysis allows the researcher
to be descriptive and interpretive by exploring both manifest and latent meaning. Manifest refers
to the more visible components reported from the categories. Because these components are
surface components, the manifest findings are more descriptive than interpretive. Meanwhile,

when the researcher uses the categories to create themes, an interpretation is developed, and the
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themes drawn from interpretation comprise the latent findings (Vaismoradi et al., 2013;
Vaismoradi & Snelgrove, 2019). As a descriptive case study, the purpose is to describe the
phenomenon within its context; thus, investigating latent and manifest themes aligned with the
research design.

The process for conducting the analysis followed the data analysis spiral described by
Creswell and Poth (2018). The process is described as a spiral because it consists of multiple
intertwined steps. Rather than completing one step and moving to the next in a linear fashion, the
researcher embarks on the analysis while the data collection process is being undertaken, and
each step in the analysis is not seen as an independent chronologically organized process. Rather,
because the steps are intertwined, they may be embarked on simultaneously (Baxter & Jack,
2008; Creswell & Poth, 2018). According to Creswell and Poth (2018) the analysis process
consists of organizing the data, reading the data and writing memos, coding and creating themes,
developing and evaluating interpretations, and representing the data. In content analysis, these
key components of the process fall into three phases: (a) preparation, (b) organizing, and (c)
reporting. Thus, the analysis in this study occurred concurrently with the data collection and
encompassed the processed outlined below.

Preparation

In content analysis during the preparation phase, the researcher begins by selecting the
unit of analysis (Elo & Kyngis, 2008; Vaismoradi et al., 2013). In a case study, the unit of
analysis or case can be individuals, activities, events, or programs (Baxter & Jack, 2008). It is
important in case study to make sure that it is contextualized no matter what the unit of analysis
is (Creswell & Poth, 2018). Using the activity theory framework, the unit of analysis is the

activity system, which consists purposeful, collective, mediated activity (Engestrom, 2015).
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Consistent with case study methodology and the activity framework, the unit of analysis was the
oral recordings for the assignments in Weeks 8-15 for each student and examined the usage of
oral language within the context of the mediating factors, such as tools and signs, community,
rules, and division of labor.

According to Creswell and Poth (2018), one of the first steps in the data analysis spiral is
the creation of an organizational system for maintaining records and to select a format for saving
visual materials. For this study, data were collected, saved, and organized in a secure password
protected and two factor authenticated cloud drive. Additionally, a spreadsheet was created,
which directly hyperlinked to each data source within the drive. Each oral recording and
interview was first saved as a video file and connected in the spreadsheet. Then they were
transcribed into a Word document and linked in the spreadsheet. Images were saved and linked in
the spreadsheet. Documents were also collected, saved, and added to the spreadsheet.

In the preparation phase of content analysis and the data spiral, the researcher becomes
familiar with the data by transcribing interviews and reading the transcriptions several times
(Creswell & Poth, 2018; Elo & Kyngis, 2008). The transcripts were written and read several
times, and the researcher wrote reflective memos of emerging ideas and insights. Writing memos
is not simply a summary of the data, but rather is a first step in analysis. By asking questions,
such as “What is it? Why, when, how, and by whom was it produced? What meanings does the
material convey?” while reading allows the researcher to get a sense of the whole (Creswell &
Poth, 2018, p. 257). Although memos are initiated in the preparation phase, it is important for the
researcher to continue writing memos throughout the data analysis (Creswell & Poth, 2018).
Therefore, the researcher wrote memos during the preparation phases and throughout the stages

of analysis. Each time a memo was created, it was tracked in the data spreadsheet.
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Organizing

The next phase in content analysis is the organization phase. In this phase the researcher
begins by coding and proceeds through steps to arrive at interpretations (Elo & Kyngés, 2008).
In the data analysis spiral, this consists of coding and creating themes as well as developing and
evaluating interpretations (Creswell & Poth, 2018). For this study, the organization phase
included open coding, categorical aggregation, and creating themes.

Open coding is the process of creating categories derived from segmented information
(Creswell & Poth, 2018). Coding, according to Saldafia (2015), is labeling a word or short phrase
that designates meaning to a portion of data. As an beginning course, students did not have the
fluency to produce long responses, so for this study the smallest unit of analysis for coding was a
single word containing meaning. Elo and Kyngas (2007) described open coding as an inductive
process in which headings are written in data set to describe the content of the data and then the
headings are transferred to coding sheets. This study used inductive open coding and
subsequently recorded the codes in a codebook. A codebook defines the name of the code,
describes its boundaries, and exemplifies how it is used in the data (Creswell & Poth, 2018).

Several different types of codes can be used in a qualitative study. A priori codes are
developed prior to coding in accordance with a framework and emergent codes are developed
during the coding and emerge from the data (Creswell, 2014). Codes can be descriptive, or they
can be in vivo, using the participants words (Saldana, 2015). Creswell and Poth (2018) suggested
that researchers undertake lean coding, where they start with a short list of codes and then they
expand the codes as they cycle through multiple passes of coding. This study used lean coding
by beginning with a priori descriptive codes that correspond with the theoretical frameworks:

activity theory and ACTFL. In the coding process, the researcher passes through the data several
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times; therefore, during the subsequent passes the researcher expanded the initial codes by
employing emergent descriptive and in vivo codes.

The analysis of a case study consists of building an in depth description of the case, and
can include pattern matching, linking data to propositions, categorical aggregation, looking at
themes, and direct interpretation or conducting cross-case analysis if multiple cases are used
(Baxter & Jack, 2008; Creswell & Poth, 2018). Inductive coding utilizes categorization or
categorical aggregation, where multiple instances are reduced to create meaning (Azungah,
2018; Creswell & Poth, 2018). Elo and Kyngas (2008) stated that in content analysis this process
is not just listing similar items together because it is through interpretation that the researcher
must decide which codes belong together in order to create understanding and knowledge. Thus,
consistent with case study and content analysis, in this study, the researcher interpreted which
codes belong together and grouped them into higher categories.

After the initial codes have been expanded, and the expanded code list has been
categorized, the researcher looks for themes. Using analysis and interpretation, the categories are
then linked to create broader themes (Creswell, 2014; Creswell & Poth, 2018; Saldafia, 2015).
Creswell and Poth (2018) suggested that a general practice in qualitative research is to develop
five to seven themes. The themes in content analysis should be descriptive. In this study, the
categories were linked to develop seven descriptive themes.

Reporting

The final phase of the content analysis and the data analysis spiral is to report the

findings. Both in content analysis and the data analysis spiral, it is recommended that the

researcher portray the data through both visual representations and explanations (Creswell &
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Poth, 2018; Elo & Kyngis, 2008; Vaismoradi et al., 2013). In this study, visuals were
incorporated where appropriate.
Quality

In a qualitative study, it is important to establish quality. Yin (2016) emphasized that to
establish quality research, integrity is especially important for qualitative research. Because of
the flexibility of qualitative design, research integrity conveys that the researcher has been
rigorous, conscientious, and methodical during the research process and has truthfully
represented the data. Similarly, Tracy (2010) stated that to establish quality there are eight key
components: “worthy topic, rich rigor, sincerity, credibility, resonance, significant contribution,
ethics, and meaningful coherence” (p. 839). While these eight criteria can provide the researcher
with a framework for building quality, within the eight criteria there is flexibility to choose the
practices and methods that align with the research design (Tracy, 2010). Thus, the researcher
incorporated several practices throughout the research process to address the quality of the study.
Topic, Resonance, Contribution, and Coherence

At the beginning of the research, a worthy topic was selected for study. A worthy topic is
one that is considered to be pertinent, timely, noteworthy and thought-provoking; thus, it goes
beyond reporting findings that confirm assumptions and evokes authenticity (Tracy, 2010). For
this study, a topic arose from extensive teaching experience and dialoguing with colleagues. Yin
(2016) stated that it is crucial for researchers to know about their topic. By engaging with
literature about the topic, researchers can avoid reiterating research that has already been
conducted and promote authenticity. Thus, after reviewing the literature, the researcher narrowed
the topic to establish a relevant problem to motivate the research, a purpose to conduct the

research, and research questions that aimed to provide an in-depth analysis.

59



By establishing an authentic perspective on the topic, the research provided insight on L2
language usage in an asynchronous environment and contributed to practical knowledge in the
field. Tracy (2010) stated that this can provide resonance by leading to transferability.
Transferability occurs when readers can see an overlap with their own context and they
“intuitively transfer the research to their own action” (Tracy, 2010, p. 845). Hence, the findings
of the study were presented in-depth to show the context within which they occur. In addition to
contributing to the field a developing resonance, throughout the research, coherence was
achieved by alignment. Bloomberg (2023) stated that alignment ensures methodological integrity
and that “all of the study’s components should be interconnected and interrelated so that the
study itself is a grounded and cohesive whole rather than the sum of fragmented or isolated
parts” (p. 174). Alignment in this study was achieved at each stage of the research by examining
the connections and relationships between the problem, purpose, design, literature, conceptual
framework, findings, and conclusions.

Ethical

Procedural ethics refers to procedures required by larger institutions, often through an
institutional review board (IRB). These standards seek to ensure participants’ welfare and
knowledge of the purpose, benefits, and risks of the research. They stress that the nature of
participation is voluntary and consent is attained. They also ensure that the participants’
confidentiality is maintained (Bloomberg, 2023; Tracy, 2010; Yin, 2016). Prior to collecting data,
the researcher applied for and attained IRB permission from Indiana University and the
institution where the research was conducted. In accordance with the guidelines, participants
were informed of the purpose, nature, benefits and risks of participation and consent was

attained. All data collected was saved in a secure password protected and two factor
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authenticated cloud drive. Participants were given pseudonyms, and all recordings were listened
to and transcribed solely by the researcher. To further ensure all ethical considerations were
considered, the findings only include data extracts from the 11 students who signed the informed
consent: the five interview participants and six additional students who were also assigned
pseudonyms in the findings.
Sincerity, Rich Rigor, and Credibility

Sincerity can be achieved through reflecting on one’s position, assumptions, biases, and
judgements as well as through demonstrating transparency about the research process (Tracy,
2010). Peshkin (1988) stated that regardless of one’s choice of methods, topic, or established
integrity, researchers should continually examine their subjectivity throughout the research
process. He maintained that one’s subjectivity or personal views have the potential to “filter,
skew, shape, block, transform, construe, and misconstrue what transpires from the outset of a
research project to its culmination in a written statement” (Peshkin, 1988, p.17). Milner (2016)
also encouraged researchers to examine their own awareness, in terms of race and culture, when
conducting educational research. He argued that there are “seen, unseen, and unforeseen”
dangers that may emerge in the research process when researchers do not acknowledge “their
own and others’ racialized positionality and cultural ways of knowing” (Milner, 2016, p. 388). As
the lens of the researcher impacts what data is collected, how it is interpreted and how it is
reported, the researcher wrote reflective memos throughout the process. The reflective memos
not only documented the researcher’s observations about the data, but also acknowledged the
researcher’s subjectivities.

To establish rich rigor, the research must be rigorous. Therefore, the study demonstrates

the incorporation of “sufficient, abundant, appropriate, and complex: theoretical constructs, data
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and time in the field, sample, context, and data collection and analysis processes” (Tracy, 2010,
p. 840). In this study, rich rigor was accounted for in the use of two theoretical constructs:
activity theory and ACTFL framework. The researcher spent a considerable amount of time in
the field to collect sufficient data and an appropriate sample. Because of the length of time in the
field, the researcher was able to provide a thick description of the context. Furthermore, detailed
descriptions of the collection and analysis procedures outlined the rigorous nature of the study.

Additionally, quality in qualitative research is comprised of demonstrating creditability,
reliability, and transparency. Because case study uses a variety of sources, it facilitates
creditability and reliability through the creation of in-depth descriptions and triangulation of the
findings (Pearson et al., 2015). Credibility was accounted for by establishing a detailed
documentation system and creating an audit trail. The first part of the audit trail consisted of
checking the transcriptions for errors, conducting member checking, and creating a codebook to
establish stable meanings for codes (Anfara et al., 2002; Creswell, 2014). Checking the
transcripts for errors and member checking allowed the research to ensure that the transcript
accurately reflected what the participant intended to say. Using an established codebook helped
bring reliability to the coding process (Creswell & Poth, 2018).

The next part of the audit trail aimed to demonstrate transparency. Anfara et al. (2002)
stated that transparency can be increased by linking interview questions to research questions,
mapping codes, and establishing triangulation. In this study, interview questions were linked to
the research questions by utilizing covert categories in the interview protocol (see Appendix C).
Code mapping was conducted and documented to show the codes, categories and themes (see
Appendix D), and to demonstrate and exemplify that the findings appear in multiple sources of

data triangulation was included (see Appendix E).
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Chapter 4: Findings

Introduction

This chapter presents the findings of the content analysis in which themes were
developed in alignment with the research questions. All seven themes are related to the main
research question (RQ): How do beginning students use L2 oral communication in an
asynchronous online beginning Spanish course at a community college? To describe students’
usage of L2 oral communication, the main RQ was broken into two subquestions (see Figure 3).
Thus, in this chapter the two research subquestions are listed and followed by the related themes.
Each theme consists of an average of three sub-themes that emerged from extensive coding.
Hence, in the explanation of each theme, the sub-themes are discussed and exemplified by
dataextracts-A Figure 3, depicting the connection between the main research questions, the
subquestions, and the themes is provided below. Following Figure 3, there-is-a-table- Table 4
below additionally depicts the codes related to each of the themes, sub-themes (also see

Appendix E). and-eodes-isprovided-below-andinAppendixE. A data triangulation chart is

provided in Appendix F.
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Figure 3

Research Questions to Themes Chart

Theme 1: Students use an abundance
of tools and signs to mediate their oral
engagement.

Subquestionl: What
are the factors that
mediate students’ oral

Theme 2:When students need
clarification or assistance, they turn to
artifacts.

engagement in an

asynchronous online
beginning Spanish
course at a community
college?

Theme 3: Community is supportive,
H  fosters confidence, and extends
beyond the classroom.

Theme 4: Technology and norms can
Main Research Question: hinder oral communication.

How do beginning students

use L2 oral communication
in an asynchronous online
beginning Spanish course
at a community college?

Theme 5: Interpersonal
communication is personalized and

Subquestion 2: What |fi uses language to include the
are the ways that interlocutor.

students demonstrate
interpersonal and

| presentational oral
communication in an

asynchronous online

Theme 6: Presentational
- communication is enhanced by
visuals and organization.

beginning Spanish
course at a community
college?

Theme 7: Interpersonal and
presentational oral communication
shows characteristics of ACTFL
novice level.
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Table 4

Themes, Sub-themes, and Codes

Theme

Sub-theme/Category

Codes

Theme 1: Students use an
abundance of tools and signs
to mediate their oral

engagement.

Theme 2: When students
need clarification or
assistance, they turn to

artifacts.

Theme 3: Community is
supportive, fosters
confidence, and extends

beyond the classroom.

Written text

Multimodal and Audio Tools

Technology

Languages

Course Resources

Outside Resources

Support

Confidence

Extended Community
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eBook

Written notes

Study guide
Captions/subtitles
Scripting

MindTap

Website

YouTube

PowerPoint course videos
Spanish podcasts
Duolingo

Translator

English

Native/heritage languages

Prior Spanish experiences

eBook

MindTap assignments
Videos

Website for Spanish
YouTube

Google translator
Help

Encouragement
Challenges
Confidence

Friends and Family

(table continues)



Theme 4: Technology and
norms can hinder oral

communicaton.

Theme 5: Interpersonal
communication is
personalized and uses
language to include the

interlocutor.

Theme 6: Presentational
communication is enhanced

by visuals and organization.

Theme 7: Interpersonal and
presentational oral
communication shows
characteristics of ACTFL

novice level.

Technology

Norms

Background and Interests

Greetings

Comparative language

Greeting and farewell

Organization

Visuals

Patterns and Memorization

Miscommunications

Another language

Strangers
Mis-matching Visuals
Out of sequence
Off topic

Turn taking is limited
Mi familia

Te gusta

Me gusta
Compaiieros
Names

Tambien

Hola todos

Hola clase
Gracias
Introduction
Detail

Support

Clipart

Photos
Vocabulary
Sentence structure
Wrong word
Word for word

To answer the main research question, how beginning level (Novice-low to mid) students
use oral communication when taking a fully online Spanish class, each sub-question is presented
along with its related subthemes. Following this, each theme forms a dedicated section, which

begins with an explanation of the theme. Each theme has an average of three subthemes, and
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following the general overarching description of the theme, the theme is organized and presented
by subthemes. Within each subtheme, there are descriptions and explanations, which are
illustrated through students’ examples from the oral assignments and their statements in the
interviews.

Research Subquestion 1

The first subquestion was: What are the factors that mediate students’ oral engagement in
an asynchronous online beginning Spanish course at a community college? To describe the
mediating factors four themes were developed: (a) the abundance of tools and signs, (b) the role
of artifacts, (c) the role of community, and (d) the hindering factors.

Theme 1: Students use an abundance of tools and signs to mediate their oral engagement.

Reading the course documents and conducting direct observations of the course allowed
the researcher to see that the instructor had embedded a variety of different artifacts into the
weekly design. In addition to what was provided by the instructor, reflective journals showed
that students had incorporated other tools and signs in their approach to learning, and in their
interviews, participants mentioned their usage of a variety of course resources, supplementary
resources, and languages that they used throughout the semester.

Weritten Text as a Tool. Learners used several written text sources to support their usage
of oral language. The required course materials, eBook and MindTap, teach vocabulary through
images, such as showing buildings like a movie theatre and labeling it with the words “cine.” In
addition, there are bilingual lists in the eBook at the end of each chapter. In each chapter, the
eBook presents a one- to two-page description and examples for each grammatical chapter. Most
learners reported using these materials. In a reflective journal, Andrea mentioned “I use the

eBook a lot.” Leo concurred in his interview statement “I used the eTextbook...” Similarly,
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Caroline relied on the course resources to build her own set of written notes to use when working
on oral activities. Caroline described her usage as “I always took notes from the MindTap
textbook. I always took my notes first, and then I used them to help me get through the speaking
assignments.” Likewise, other students used the textbook to produce their own hand-written
notes. In the journals, students wrote “One of my strengths is being able to take notes that best
help me study from the textbook,” “I do the right notes and try to reread the chapter,” and “I
believe my strengths are organizing myself and taking notes, so that while I am doing my
assignments it makes it easier for me.”

In addition to reading the eBook, Joelle mentioned in a reflective journal having
purchased a reference guide at a local store “I am using a study guide that I got at Staples to help
me remember things and go over the basics quickly. It is a simple booklet that provides all the
basics we have learned so far. When I am doing an assignment, I can quickly look something up
on the study guide faster than looking in the book.” Another student took advantage of the
captioning provided. Alyssa stated in her interview “Subtitles in Spanish help so much when
trying to speak in Spanish.”

Another way in which written text mediated the oral activities was through scripting. In a
journal Alice wrote “I also have found that writing out my voice recordings and reciting them
before recording myself has also additionally been helpful.”

Multimodal and Audio Tools. While the eBook and MindTap are primarily textual in
their explanation of grammar and teaching of vocabulary, there are some activities and sections
of the eBook that also incorporate audio. In addition, in each weekly folder, the professor had
recorded PowerPoint videos for each topic, which provide images, text, and audio. Students not

only used these resources but also mentioned other audiovisual websites.
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In a journal entry, Lisa remarked “I have been using the videos provided for me in the
course content for each chapter.” Caroline in her interview, elaborated on her usage of the
PowerPoint videos as “The main thing I noticed was that gestures and visuals helped me grasp
the content. For example, the pictures in the weekly videos helped to understand what's being
talked about, versus a plain PowerPoint with zero pictures or visuals.” Joelle also highlighted the
usage of several different audiovisual resources:

I used the course eBook to help me with the words and the videos that were provided to

us in the weekly course content tabs. If I still needed a little more help after that I looked

up YouTube videos to understand a little better, but that was rarely needed as I was
provided with lots of helpful material.
Alyssa in her interview repeatedly mentioned using sources that include a visual and auditory
component. Alyssa explained:

What helped me was looking through the textbook and reviewing past assignments so I

could hear how certain things were pronounced. Also, I found a website that has just the

Spanish letters with sounds for when I was not near the textbook or didn’t have access to

the course at that point in time... I did try to watch YouTube videos of Spanish speakers

so I could gauge how they pronounce things.

While some students relied on visuals to help comprehend and produce oral language,
others also learned from listening without visual accompaniment. In one of the journal entries,
Lisa mentioned “I am trying to listen to some Spanish teaching podcasts,” while Alice’s entry
stated, “listening to the questions more carefully when there is a voice recording has helped and

listening to them numerous times.”
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Technology. Some students also used the unique capabilities of technological tools. In
one journal entry Alice in reference to speaking practice mentioned “I also use Duolingo which
helps quite a bit.” Caroline referred to “using Quizlet to create some flashcards.” While the oral
records use vocabulary provided in the course materials, there are also some recordings that used
words that were not presented in the course materials, and Leo explained that he “used... Google
translator sometimes.”

While none of the journals or interviews explicitly mentioned technological tools built
into the course, from the course observations, it was evident that students also used technology
built into the course. Discussions and presentations were submitted through VoiceThread.
Learners were observed submitting their discussions in audio format. In addition to submitting
audio for discussions, their presentations included uploaded slide shows which were narrated
with audio. Some of the learners chose to narrate using only audio whereas others used
VoiceThread’s video narrating capabilities. Because of the features of VoiceThread, some of the
students recorded their audio directly through VoiceThread; meanwhile, others chose to record
their audio on an external recorder and upload it to VoiceThread.

Languages. While the course was targeting the learning of Spanish, it is evident that
English was used to facilitate the learning process. The course materials used both English and
Spanish to convey vocabulary, grammatical concepts, pronunciation, and instructions. For the
oral activities, the usage of English was incorporated into explanations, instructions,
pronunciation feedback, and students’ selection of words.

One of the examples of the usage of English was to give students clarity on grammatical
structures and instructions for completing their oral discussions. On the Blackboard page within

the weekly folder, there is a link to VoiceThread, and the instructions included with the link to
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the VoiceThread tool are presented in English (see Figure 4). They outlined what the student is
expected to do once they click the tool link and emphasize the purpose of the activity. When the
link was opened, there was a visual chart of the conjugation of the verb gustar [to like] (see
Figure 5).

Figure 4

Blackboard link and instructions in Week 12

| Capitulo 3 discussion (oral) =~ A¥
>

The prompt will appear on the page when you open the assignment. You have three weeks to complete
this assignment. Please post your first response by the end of the first week, and your comments in the
second and third week. This is your chance to practice and get some feedback on your speaking before
test week.

Figure 5

Opening page of voice discussion for Chapter 3

GUSTAR

o

AMI NO  ME NADAR
ESTUDIAR
ATI NO TE
GUSTA ieas
AEL DORMIR
AELLA NO LE

AUSTED

ANOSOTROS
ANOSOTRAS

AVOSOTROS
AVOSOTRAS

LOS LIBROS
LOS PERROS

AELLOS
GUSTAN 145 cLases

AELLAS NO LES

While the visual used Spanish to convey the usage of gustar, the professor elaborated in
English. The explanations relied mostly on English to breakdown the components of the
sentence, and then used English to give the instructions. The instructor stated:

Hola estudiantes, [Hello students] this is an excellent depiction of how gustar works in

very short form. You are going to have two parts. Parte 1 is quien who is doing the liking.
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Parte 2 is the que or the what is being liked. The two parts function separately from each
other. The first part you need to tell me who and you’re starting with me, te, le, nos, os,
and /es as the primary indicator of who likes something. You can reinforce this or clarify
it by adding A and the person in front of it, so for example me is me and I don’t need to
clarify that. I can say a mi, me gusta or just me gusta. Either way you know I do the
liking, but when we get to the pronoun /e or /es it's a little confusing because /e can be he,
she or you formal and /es could be they or you all, so in these cases its helpful to add A
and tell us who the person is. For example, I could say 4 mi mama le gusta. In other
words, clarifying that le is referring to my mom. After that you need to figure out based
on the thing being liked if you should choose gusta or gustan. With this if you are
choosing a verb or an action such as nadar, estudiar, correr, dormir, escribir [to swim, to
study, to run, to sleep, to write] and so on you are going to use gusta. If you are choosing
something singular such as fiithbol, playa, cancion, dibujo, chocolate [soccer, beach, song,
drawing, chocolate]. These are singular things and you are going to choose gusta, but if
the thing you like is plural such as libros, perros, clases, ojos [books, dogs, classes, eyes],
then you are going to choose gustan to agree with plural, so putting this all together I
could say 4 él le gusta la playa [He likes the beach]. If I want to make these negative |
just insert the no before the me, te, le, nos, os, les, so no me gusta hablar por teléfono [1
don’t like to talk on the phone]. Te gusta estudiar [You like to study] is a phrase, but
when I change my intonation (,7e gusta estudiar? [Do you like to study?]is a question. In
writing, I would put question marks around it, so with gustar I’d like us to try to be
interactive in our VoiceThread. Take what you have learned about gustar, use our

vocabulary words from the chapter, and ask your classmates questions.
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Another usage of English that was present in the oral discussions was to give corrective
feedback. English is used to compare the Spanish sound. In the oral discussion for Chapter 3, the
professor used English to explain pronunciation differences “remember that the *j” in Spanish
sounds like the English “h” sound, so you say jugar /xu'yar/, and there are no sales because
Spanish says ah for the letter “a” and pronounces every letter. Entonces decimos sales /sales/.”

Students also recognized that English played a role in their oral engagement. When asked
in her interview if any languages had facilitated her oral activities, Caroline remarked: “I learned
about cognates, and how even though there are words that look similar to English, they are
pronounced slightly different.” Danielle referenced the usage of English as a mediator in her
journal by stating that some words “seem like they're easy to say but then I jumble my words or
say the English version like with psychology.”

In addition to English playing a role in mediating oral engagement, native and/or heritage
languages mediated learners’ engagement. As David stated in his entry for Journal 2: “I believe
my reading and pronunciation of Spanish is good and has been a strong suit since the beginning,
partly because my background is Spanish.” In another entry, Jane similarly mentioned “The way
I try and help myself with this is by speaking Spanish with my father as he is fluent.” However,
having a Spanish background was not the only indicator of a home language mediating oral
assignments. As in Journal 2 Lisa highlighted: “My strong point is the easiness of learning
Spanish as it is a language that many words are similar my native language Portuguese.” In the
interviews two participants also described the relationship between their home language and their
Spanish oral engagement. Danielle explained, “Spanish felt very familiar because it is so similar

to Tagalog which I hear everyday.” Leo whose native language was a European non-romance

73



language, recalled his experience with Spanish speakers as “I was more comfortable with their
accent then the English one, because it's closer to my accent.” Later Leo elaborated:

I think I picked up the Spanish language very well, and I am really glad about it. I can say

that I feel this language is easier than English for me, English is my second language,

because the accents and grammar are much closer with my home language.

While students used English and other native/heritage languages to mediate learning,
some also used prior Spanish language learning to build upon and facilitate their oral
engagement. In the journals, several entries discuss prior formal language experiences. The
journal entries stated: “I was actually surprised at what I retained in high school that I never even
thought I remembered” and “I took three years of Spanish in high school but haven't spoken or
read anything in Spanish in over nine months, I remember a lot of things that I learned but I also
didn't remember all of the rules.” Andrea stated in her journal entry:

I had taken Spanish lessons before, but as time went by because I didn't practice I often

ended up forgetting a few things. So far this semester I have learned to pronounce certain

words I have pronounced wrong in the past. I also learned a few new things and can use

Spanish better now.”

James commented in a journal entry about informal language learning “I've worked in many
restaurants and I’ve been around plenty of fluent Spanish speakers in the past, so I'm able to pick
up on word usage pretty quickly. This helps me with communication.”

Theme 2: When students need clarification or assistance, they turn to artifacts.

The course organization had a discussion board for students to ask each other questions,
and the professor also indicated in the announcements and syllabus that students could call,

email, or meet her to go over course concepts. However, the participants revealed that the usage
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of artifacts was the main source of answering questions. Thus, when students needed assistance
with vocabulary, grammatical structure, or pronunciation to complete their oral assignments, they
would turn to the artifacts within the course as well as artifacts that they searched for on the
internet. Table 4 below lists the technological artifacts mentioned by students and the purpose
associated with the usage of each. These are explained in further detail below the table.

Table 5

Purpose of Technology Used by Students

Technology Purpose
Duolingo Practice
eBook Pronunciation
Sentence creation (examples)
Vocabulary
MindTap Pronunciation
Sentence creation
Podcasts Additional explanation
PowerPoint videos Explanations
Examples

Quizlet

Subtitles on videos

Images for visual input
Vocabulary flashcards

Pronunciation

Translator Vocabulary (word translation)
YouTube Clarification/Additional explanation
Pronunciation
VoiceThread Discussions
Presentations
Websites Pronunciation
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Course Resources. Participants and journal entries indicated that learners used the
eBook, the MindTap assignments, the instructor produced course videos, and instructor provided
links to aid them in pronunciation, vocabulary, and sentence creation. Leo explained, “I used the
eTextbook to help me make my sentences. There were examples I followed. I could look at them
and replace words with different words to make my point.” Likewise, Joelle highlighted “I used
the course eBook to help me with the words and the videos that were provided to us in the
weekly course content tabs.” Alyssa recalled her experience from one assignment and explained,

It took me a long while to understand the letters and do the week's assignment, which was

spelling my first and last name. What helped me was looking through the textbook and

reviewing past assignments, so I could get hear how certain things were pronounced.
Danielle also recalled her experience as:

The most helpful for me was the eBook and course videos. I used them for examples.

They gave me ideas for putting my thoughts together. When I had to do the family tree, I

remember not knowing where to start. I read the description in the book and watched the

professor’s video so I had a guide.
Comments in the journals also showed that learners used the course resources to gain
understanding. In journal entries students mentioned, “T also study the book a lot when I don't
completely understand something” and “I have been looking at the sites you've [the professor]
provided to help me out a little bit more.”

Outside Resources. Sometimes using the tools within the course were not sufficient and
learners turned to finding their own resources to help them with completing their assignment. As
Lisa reflected in her journal, “I've been using the textbook mostly for learning, but have also

gone to YouTube to get another perspective on what [ am learning about and how I should
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approach the information.” Andrea’s journal entry also mentioned how YouTube was used: “I
occasionally go to YouTube for help as well when I feel I'm not completely understanding the
material.” Joelle also recalled in her interview that YouTube played a role in answering her
questions:

I used the course eBook to help me with the words and the videos that were provided to

us in the weekly course content tabs. If I still needed a little more help after that I looked

up YouTube videos to understand a little better, but that was rarely needed as I was

provided with lots of helpful material.
Similarly, Alyssa used YouTube and other sites:

Also, I found a website that has just the Spanish letters with sounds for when I was not

near the textbook or didn’t have access to the course at that point in time. When I had

questions about how to say something, I did try to watch YouTube videos of Spanish

speakers so I could gauge how they pronounce things.

In addition to using websites for explanations, students resorted to using translators when
things were really difficult. Danielle recalled her experience with questions as, “Usually, when I
did the speaking assignments, I could find the words I needed in the eBook or professor’s videos,
but sometimes I needed Google translate to find the word or phrase I was looking for.” Likewise,
Leo explained that when he needed a word he “used the e-textbook and Google Translator
sometimes.” Leo stated later in the interview “Most of the times I used the Google Translator
when I needed some help.” One of the journal entries also referenced using a translator to help.
Alice said “I will admit if a word or sentence gets too difficult I will use Google translate but I
try to limit myself and not use it at all. I mainly try to use the review work they give you on the

side when I’m stuck.”
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In the observation of the course recordings, there was evidence of students also using
many of the course resources to complete their speaking tasks, including vocabulary and
grammar; however, there are also a few instances that showed that students accessed outside
resources as the words or grammatical structures were not present in the course materials. For
example, in the recording about what students do in their free time, the chapter presented
vocabulary related to sports and leisure activities, and Andrea mentioned, “En otofio a mis hijas
les gusta ir a recoger calabazas.” [In fall, my daughters like to go to collect pumpkins].
Although seasons and how to say likes and dislikes were part of the lessons, neither recoger
[collect] nor calabazas [pumpkins] are words that the course materials mentioned. James in the
speaking activity related to family members mentioned “Tengo cuatro hermanos cuyo nombre y
edad son John, treinta y uno,; Connor, treinta; Colin trece y Alex, que tiene ocho.” [1 have four
siblings whose name and age are John, thirty-one, Connor, thirty, Colin, thirteen, and Alex who
is eight.] As students did not learn relative clauses, cuyo [whose] and que [who] were a clear case
of a student accessing outside grammatical assistance.

Theme 3: Community is supportive, fosters confidence, and extends beyond the classroom.

The classroom community provided learners with support and built their confidence in
their abilities. Participants, oral recordings, and journals highlighted the feedback,
encouragement and support that instructor provided to learners in their oral assignments while
participants and journals mentioned the challenges of listening comprehension and how the oral
assignments gave them a sense of assurance in their ability to use oral language. Furthermore,
the community expanded beyond the classroom walls. Learners also used what they were
learning and practicing to extend the community to encompass others who were not a part of the

oral assignments.
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Support. The feedback from the professor in the oral recordings demonstrates a variety
of purposes, such as correcting, explaining, and expanding concepts as well as providing praise.
Learners acknowledged the professor’s encouragement and showed appreciation for the
professor’s support. They identified that the professor’s course materials and interaction were
helpful and that they got encouragement from the professor.

There were different types of recordings from the professor; one of which was feedback.
In the oral discussions, the professor frequently provided positive feedback in the form of short

99 ¢¢

praise such as “muy bien,” “excelente,” and “buena respuesta” [very good, excellent, and good
answer]. In the responses to students’ presentations, the feedback to the learners was a lot more
detailed. In response to Leo’s presentation, the professor remarked, “Es una buena presentacion.
Usas buena pronunciacion y vocabulario apropiado. Recuerda con los adjetivos necesitas
prestar atencion al final. No decimos simpatico con esposa, decimos simpatica. You are doing
great! I understood your entire message. Keep up the good work!” [It’s a good presentation. You
use good pronunciation and appropriate vocabulary. Remember with adjectives you need to pay
attention to the end. We don’t say simpatico with wife; we say simpatica...].

Learners’ comments in the journals showed the supportive role of community through
their expression of appreciation to the professor in their journals. Some learners wrote generic
comments, such as “Thank you for the encouragement in the previous reflection,” “Thank you
for being so encouraging and helpful,” and “It was such a great course and I really enjoyed it!
Thank you so much.” Others specifically mentioned the support gained from the course
feedback. Jane wrote “I like all your audio comments, and they are so helpful. I am really glad
that I have you as a professor in this semester.” Alice wrote, “I like your corrections and

explanations, they tell me what I need to work on.”
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When asked in the interview “Can you explain how you worked or didn’t work with your
classmates or instructors during your tasks?” Leo responded:

My classmates and | posted recordings to answer the prompt, then we listened to each

other’s recordings and made comments. We didn’t work together, but we all had to do the

assignment. If my classmates didn’t do the assignment, I cannot make comments. Luckily

this never happened. My teacher sometimes made comments too. She said we are doing a

good job, she gave us pronunciation corrections, or she explain how to fix our sentences.

The next assignment | tried to remember the pronunciation and grammar, but sometimes |

forgot.

Danielle recalled her experience with the professor as:

I had a very hard time with pronunciation, especially in the beginning. I took French in

high school, so I kept saying everything like French. The professor reminded me several

times that I had good vocabulary and sentence structure, but I needed to say every letter.
Andrea acknowledged the professor’s supportive feedback in a journal entry through recounting
the possible absence of progress: “I'm not really sure if I have learned new speaking skills
because I have been neglecting my oral discussions. I would have more feedback for myself if
had keep my head on straight the whole way through this class.”

Confidence. The course used audio tracks from native speakers to model questions and
statements in preparation for speaking assignments. Many of the journal entries expressed that
the course material audio tracks for practicing listening comprehension and responding were
challenging and discouraging. However, when interviewed the participants specified that the

student-to-student conversations increased their confidence in their own skills.
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Throughout the journals students frequently mention struggles with listen comprehension.
Danielle stated “I am having a little difficulty when I hear speaking in the assignments from the
books because they are speaking so fast so I'm working on that but I'm hanging in there.”
Similarly, Caroline wrote “When it comes to MindTap activities, I still have a hard time when
someone is speaking Spanish and understanding every word being spoken.” Lamenting about
frustrations, Andrea wrote “Also, I always have to listen to the audio so many times to fully
understand what I'm hearing which can be frustrating sometimes.” Alice wrote in the final
journal of the semester:

I definitely think that my Spanish has improved and I have a better understanding of

conjugating the verbs as well as a wider vocabulary. But I think that sometimes I have

difficulties with understanding sentences that I'm hearing. They just go so fast.
While the participants also felt that the authentic recordings were challenging, they mentioned in
interviews that having conversations gave them confidence in their speaking abilities. Joelle
elaborated:

I think your videos and activities helped me more than the book assignments as they

seemed for advanced speakers especially when the audio section spoke so fast it was hard

to understand and translate. It was hard to also do some of the assignments if you were
just learning Spanish, like how can you translate a whole conversation or sentence? [ was
very nervous that I was in the wrong class, but then I would do the speaking activities and

feel like hey I can do this. Because of the course, I am now confident that I can have a

short conversation with someone in Spanish and get to know them with the basics.

Caroline similarly expressed:
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I found at times that it was hard for me to understand conversations that were flowing
naturally, and a lot of times I had to stop and go back to decipher each word because I
was not gathering what’s being said as a whole, but I believe I learned enough Spanish
from the speaking with my classmates because I feel like I can carry on a pretty surface
level conversation with someone in Spanish. That’s not something I could do before now.
Prior to the beginning of the semester, I could probably give a few one-word answers, but
definitely not an actual conversation.

Alyssa regarded her speaking interactions beneficial in the following way:
Going into the course I really just wanted to learn basic Spanish speaking skills as I am
going into the nursing field. I still have a hard time when someone is speaking fluent
Spanish and understanding every word being spoken, but I feel that I have made such a
big improvement with my Spanish speaking skills. We practiced with classmates and
repeating the questions and answers helped a lot. I still have a long way to go if I want to
continue my Spanish speaking skills, but for my basic knowledge I feel very confident. I
can confidently ask basic questions in Spanish, like birthdates, days of the week, even
asking about personal things like relationships and things like that.

While most of the journal entries did not highlight the benefits of speaking assignments, one

entry by Lisa alluded to speaking assignments being a point of confidence: “I think I have come

a long way from the first week of class were I was so unsure of myself. I feel more confident and

a little more sure of myself as I do my speaking assignment.”
Extended Community. When students discussed with whom they practiced in their

journals and interviews, a few of them mentioned not only their classmates, but also people
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outside of the class. Their speaking assignments gave them a means to connect with other
learners and Spanish speakers in their extended community in a couple different ways.

One of the ways for connecting with extended community was to study and seek help
from friends and family. In a journal entry Lisa wrote, “I do have a friend that is from Ecuador so
she helps me with my tone.” James wrote, “I have trouble being able to go over the information
in real time and trying to have conversations with my friends in Spanish is still difficult, but I
understand it takes time and practice. This class has been really insightful and helpful for me to
connect more with my Spanish speaking friends.” In a description of study methods, James wrote
in the journal “along with talking with my Spanish speaking friends for help when I need it.”
Although most participants did not mention working with friends or family in their interviews,
Joelle stated several different people in her network: “I studied and practiced with my 7-year-old
son whose pronunciation was better than mine, which motivated me to strive for greatness.”
Later, Joelle also mentioned, “I studied with friends and colleagues at work, and I got help from
my friend and her children. They found it funny when I tried talking with them.”

Most journals mentioned aspiring to use Spanish in their future careers, but did not
mention any current connections to the Spanish speaking community beyond friends and family.
However, in the interview, Joelle happily recounted a success beyond her acquaintances; she
recalled: “I did go to a Latin restaurant and attempt to order my food in Spanish. My family was
impressed, and the waitress as well when I told her I just started learning Spanish.”

Theme 4: Technology and norms can hinder oral communication.

In the course technology played a major role in mediating students’ completion of

assignments while the norms guided how students should complete the assignment. As evidenced

through observation of the oral assignments and course documents, these mediating factors
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allowed students to produce oral assignments, yet at the same time they also caused challenges
and hindered oral engagement. Participants and journals also reiterated these difficulties.

Mismatch of Visuals. Students were assigned to do two presentations in which they had
to speak and use visuals to accompany their speech. This course used VoiceThread as a means of
presenting their presentations. VoiceThread has a variety of means to post images and audio.
Images can be brought in from the Web or uploaded. It is also possible to put the images into a
slideshow and upload the slideshow. The audio on the other hand has even more options:
uploading a voice recording, video recording using the app or web platform, audio recording
using the app or Web platform, or recording via a phone call. In the online viewing of the
presentation, there were presentations that aligned visuals and narration, yet there were also
presentations where the visuals were not presented alongside the audio.

In Week 11, Caroline’s presentation appeared with the pictures first. The presentation
included: a picture of two women, a picture of a girl, and a picture of a woman. After viewing the
images, a blank final screen with the accompanying narration played:

En mi familia estamos mi madre y yo. Mi nombre es Caroline y tengo diecinueve anos.

Tengo el pelo oscuro y rizado y los ojos color avellana. Me gusta leer y ver peliculas. El

nombre de mi madre es Lina. Tiene cuarenta y cinco anos. Ella tiene el pelo castario y

ojos marrones. Le gustan los deportes y dormir. [In my family we are my mother and 1.

My name is Caroline and I am nineteen years old. I have dark curly hair and hazel eyes. I

like to read and watch movies. My mother’s name is Lina. She is forty-five years old. She

has brown hair and brown eyes. She likes the sports and to sleep.]
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Similarly, in Week 11, another student’s presentation did not play the audio and show the
images at the same time. In Jane’s presentation, a picture of the family from the movie The
Incredibles appeared on the screen and the following narration played:

La Increible Familia es pequenia. Hay una mamd y un padre y tres hijos. Este es Bob

Serior Increible. Tiene el pelo amarillo y los ojos azules. El es trabajador. El es grande y

alto. Esta es Helen Seriora Increible. Tiene ojos morenos y su pelo anaranjado. Ella es

responsable y simpdtica. Este es Violet. Es delgada y alta. Sus ojos son azules y su pelo
es negro. Es muy introvertida y timida. Esto es Dash. Tiene el pelo amarillo y los ojos
azules. Es atlético, tonto y extrovertido. Este es Jack-Jack. Es muy pequerio. Tiene el pelo
anaranjado y los ojos azules. El es dramdtico y malo. La Increible Familia es
norteamericana y les gusta divertido. [The Incredible Family is small. There is a mom
and a father and three children. This is Bob, Mr. Incredible. He has yellow hair and blue
eyes. He is hardworking. He is big and tall. This is Helen, Mrs. Incredible. She has brown
eyes and her orange hair. She is responsible and nice. This is Violet. She is thin and tall.

Her eyes are blue and her hair is black. She is introverted and shy. This is Dash. He has

yellow hair and the blue eyes. He is athletic, silly, and extroverted. This is Jack-Jack. He

is very small. He has the orange hair and the blue eyes. He is dramatic and bad. The

Incredible Family is North American and they like fun.]

After this recording played, there was silence and there was a sequence of pictures following the
same order as the narration (Bob, Helen, Violet, Dash, Jack-Jack). Each picture was on the

screen for five seconds and accompanied by silence.
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In Week 11, there was one presentation by Andrea where the order of the narration and
the order of the photos did not coincide. The presentation started with Andrea’s narration of her
family as follows:

Mi hijo es Jamie y tiene cinco aios. El es cémico. Soy Andrea y soy italiana y irlandesa.

Tengo veinticuatro arios y madre de dos hijos. El nombre de mi esposo es Mark. Tiene 31

anos y es aleman. Es un trabajador y le encanta ser activa. Tu. Tengo tres perros. Sus

nombres son Simba, Nala y Pumba. Mi hija es Octavia y tiene un aro. Es ruidosa y loca.

También tengo un bebé en camino. El vence en marzo. [My son is Jamie and is five years

old. I am Andrea and I am Italian and Irish. I am twenty-four years and mother of two

children. My spouse’s name is Mark. He is thirty-one years old and is German. He is
hardworking and loves to be active. You. I have three dogs. Their names are Simba, Nala,
and Pumba. My daughter is Octavia and is one year old. She is noisy and crazy. I also
have a baby on the way. He arrives in March. ]
Following the narration, a PowerPoint presentation with photos of the Andrea’s family played in
the following order: a toddler girl standing on a front doorstep, a man in suit standing at a
wedding arch, three dog, a selfie of a woman taken in a mirror, a young boy standing on a front
door step, an ultrasound image, a title image with “Mi familia” and the student’s name, Andrea.

In Week 15, Andrea again submitted a presentation in which the narration and visuals did
not coincide. The presentation began with a narration and no visuals. Andrea narrated:

Pero como familia nos gusta sacarnos fotos con Santa en invierno. En primavera damos

paseos y luego vamos a pescar. En verano nos gusta ir a nadar. Cuando tengo tiempo sin

los nifios, hago recados y disfruto un poco de la tranquilidad. En otofio a mis hijas les

gusta ir a recoger calabazas. Soy madre de dos hijos, por lo que mi tiempo libre es muy
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poco. [But as a family we like to take photos of us with Santa in the winter. In the spring
we take strolls and then we are going to fish. In summer we like to go to swim. When |
have time without the kids, I do errands and | enjoy a little tranquility. In fall my
daughters like to go to pick pumpkins. I am a mother of two children so my free time is
very little.]
Following the narration, a PowerPoint presentation with the following images played with no
audio: a lake mountain view, a dock with a small boat, an island mountain, a photo of father and
son fishing, a PowerPoint title image with “Type a quote here” and -Johnny Appleseed written
on it, a image with four bullets with Latin text, and a photo of a boy and girl on a hay wagon
with pumpkins.

Out of Sequence Conversations. Conversations in this course were conducted in weeks
8-10 and 12-14. Students were expected to post responses to a prompt and dialogue with
classmates. In the observation of the course recordings and transcriptions, it was noted that the
discussion sequence was not threaded; hence, there would be a response to what a student stated,
but it would occur after other comments.

In the excerpt below at minute 6:55 in the Weeks 8-10 discussion, Danielle responded to
Caroline. Caroline responded at 7:17, but there was a third participant , Alice, who responded at
7:06 in between the question for Caroline and Caroline’s response.

6:38  Caroline: En mi casa vivo con mi madre. El nombre de mi madre es Lina. No
tengo hermanos y hermanas. [In my house I live with my mother. My mother’s
name is Lina. I don’t have brothers and sisters.

6:55 Danielle: Hola, Yo no tengo hermanos y hermanas también. ; Tiene mascotas?

[Hello, I don’t have brothers and sisters also. Do you have pets?]
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7:06  Alice: Hola, ;De donde eres tu y tu? ;Tus parientes viven cerca de ti? [Hello,
Where are you and you from? Do your parents live near you?]

7:17  Caroline: Hola, y no, no tengo mascotas. [Hello, and no, I don’t have pets.]

While some of the threads had one comment between the two components of the dialogue, some
had longer disconnections with multiple recordings between the question and response, such as
David asked Alyssa a question at minute 1:38, and Alyssa’s response is recorded at minute 6:29.
Between David and Alyssa, there were 19 unrelated recordings.

1:38  David: Hola Alyssa, ;Cudl es el nombre de tus padres? [Hello Alyssa, What is
your parents’ name?]

6:29  Alyssa: Hola David, Los nombres de mis padres son Norma y Jack. [Hello David,
My parents’ names are Norma and Jack.]

In Weeks 12-14, most conversations occurred without interruption, where the one student would
post a question or statement and the next recording would be the response to that statement or
question; however, an out-of-sequence conversation also occurred. In the excerpt below at
minute 8:40 Joelle posted a statement and question for the class. This was followed by three
responses directed to her. She responded to the question asked at 9:20; however, there were three
recordings before her response at 10:00.

8:40 Joelle: Hola a todos. Me gusta ir de vacaciones con mi familia a diferentes islas.
¢ Te gusta tomar vacaciones? [Hello everyone. I like to go on vacation with my
family to different islands. Do you like to take vacations?]

8:57 Jane: Hola Joelle. Me gusta tomar vacaciones en el verano con mi familia. [Hello

Joelle. I like to take vacations in the summer with my family.]
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9:08

9:20

9:30

9:40

9:50

10:00

Alyssa: Hola. Me gusta vacacione en Miami Beach. [Hello. I like vacation in
Miami Beach.]

Alice: Hola Joelle. ;A donde estes tu y tu familia de vacaciones? [Hello Joelle.
Where do you and your family vacation?]

Alyssa: Hola Lisa. Me gusta musica también. Mi favorito es toda. [Hello Lisa. |
like music too. Mi favorite is all.]

Alyssa: Hola. Me gusta ir al gimnasio en mi tiempo libre. [Hello. I like to go to
the gym in my free time.]

James: Hola Alyssa. Yo también amo el gimnasio. ;Tienes un ejercicio favorito?
[Hello Alyssa. I also love the gym. Do you have a favorite exercise?]

Joelle: Hola Alice. Mi familia y yo amamos vas a Jamaica. Amamos y viajamos a
muchas islas de Caribe. [Hello Alice. My family and I love you go to Jamaica.

We love and travel to many Caribean Islands.]

Off-topic Responses. In the course layout, students worked through weekly folders.

Within the folders for Weeks 8 and 12, there were direct links to the discussions; however, in

Weeks 9, 10, 13, and 14, students were directed back to the links from prior weeks. While

observing and transcribing the oral recordings, there was evidence of responses that were not

related to the prompt, which coincided with earlier course topics. Throughout the course,

students participated in four oral discussions; the first discussion related to introductions, the

second to school habits and routines, the third to family, and the final to sports.

In the discussion for weeks 8-10, the prompt stated, “Describe a family (yours or

another).” While the majority of responses were related to the topic of family, at 4:27 in the

recording there is a response related to a different topic than the topic of discussion.
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(4:03) David: En mi familia nuclear tengo cuatro personas. Vivo con mi madre,
mi suegro y mi hermano. También tengo una hermana de la familia
de mi padre. Tengo muchos primos. Incluso tengo una bisabuela.
¢ Tienes un hermano o una hermana? [In my immediate family I
have four people. I live with my mother, father-in-law, and my
brother. I have many cousins. I also have a great-grandmother. Do
you have a brother or sister?
(4:27) Jane: Hola David, ;Donde estudias para tus clases? [Hi David, where
do you study for your classes?]
Limited Turn Taking. The instructions and course documents provided the parameters
for the speaking assignments. The syllabus outlined the requirements as:
DISCUSSIONS (ORAL)
In each chapter there will be an oral prompt for you to answer. You will post an initial
voice response and then leave comments for your classmates throughout the chapter. All
postings should be in Spanish and build a continuing conversation. You must at minimum
post your response and comment twice each chapter. Grading will be based on
completion of the task. This entails trying your best to respond in Spanish to your
classmates. Please note that less than three responses per chapter will be marked as
incomplete and earn no points.
The same requirements to post and respond twice were reiterated in the instructions posted in the
course materials. While the majority of students complied with the three-posting requirement,
turn-taking toward building conversations was limited. While some of the comments and

questions received a response, there were often unreturned responses. Thus, the dialogues
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frequently consisted of one turn per participant. In the dialogues where the student returned the
turn, turn-taking was limited to two.

The oral discussion prompt for week 8 directed students to open the link for the prompt
but reiterated the number of posts required (see Figure 6). In weeks 9-10 learners were directed
back to this link to respond to their peers (see Figure 7). Upon clicking this link, students opened
the VoiceThread listing two parts of the prompt. Part one consisted of describing a family while
part two directed students to ask and answer questions to continue the conversation (see Figure
8).

Figure 6

Blackboard instructions in Week 8 for Chapter 2

P Capitulo 2 Discussion (oral) A¥

The prompt will appear on the page when you open the assignment. You have three weeks to complete
this assignment. Please post your first response by the end of the first week, and your comments in the
second and third week. This is your chance to practice and get some feedback on your speaking before

test week.

Figure 7

Blackboard instructions in Week 9 and 10 for Chapter 2

a Voice discussion Capitulo 2 A¥

Use the link in week 8 to finish the Capitulo 2 oral discussion. Use what we are learning to post

comments.

Figure 8

VoiceThread instructions for Chapter 2

91



Part 1;: Describe a family (yours or another)

Part 2: Continue the conversation by leaving
comments for your classmates asking and

answering questions
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In the Weeks 8-10 discussion, there were a total of 11 students participating in the oral
discussion. There were 19 questions posed during the discussion. Two of the questions were not
directed to a specific student. They were added to the end of a student’s initial description of a
family. The remaining 17 were directly addressed to individual class members in the form of
comments building off the student’s initial response. Of the 17 questions, three questions (18%)
were answered, and 14 questions (82%) were unanswered.

The number of questions each participant received varied. One of the students left a
description, which garnered a comparative statement, yet no one asked the student a question.
Eight of the students had only one student ask a question based on their description, and one
student had two students ask her questions. However, Alice received three questions from three
different students.

Alice: Tengo cinco personas en mi familia. Es mi mama, mi papa, mi hermano y

mi hermana y yo. Vivimos en Nueva Jersey. [1 have five people in my
family. It’s my mom, my dad, my brother, my sister and I. We live in New

Jersey. ]
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Danielle:

Alyssa:

Joelle:

Hola Alice, ;jEres la mas joven de tu familia? [Hello Alice, Are you the
youngest of your family?]

Hola Alice, ;Cual es el nombre de su madre? [Hello Alice, What is your
mother’s name?]

Hola Alice, ;Tienes hermanos o hermana en tu casa? [Hello Alice, Do

you have brothers or sister in your house?]

In Weeks 8-10, there were seven comments that did not contain a question. Three of these

comments were answering questions that were posed to them in prior comments. The other four

comments expressed similarities between the speaker and a prior student’s initial description. No

one left a follow up comment related to any of the seven statements. In the excerpt below, Leo

responded to James’ description. He gave a comparative comment, which was the end of the

conversation.

James:

Leo:

En mi familia tengo a mi madre a mi padre. Estoy con cinco hermanos
atléticos y una hermana divertida. Son fantdsticos y simpdticos. [In my
family I have my mother and my father. I am with five athletic brothers
and one fun sister. They are fantastic and nice.]

Hola James. Tu familia es mucho interesante y mucho grande. Yo tengo
solo uno hermano. [Hello James. Your family is a lot interesting and a lot

big. I have only one brother.]

The three questions that were answered entailed two turns for the initial respondent and

one for the questioner. In the excerpt below, Jane spoke of her family at 0:48; Joelle then asked a

question at 6:12, to which Jane responded at 6:19. In this mini conversation, Jane spoke twice

and Joelle spoke once.
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Jane: En mi casa somos cinco personas. Mi papa se llama Mark. El es de
Washington. Mi mama se llama Christine. Ella es de Arizona. Yo tengo dos
hermanos. Sus nombres son Conner y Ken. ;Cuantas personas hay en tu

familia? [In my house, we are five people. My dad’s name is Mark. He is
from Washington. My mom’s name is Christine. She is from Arizona. I
have two brothers. Their names are Conner and Ken. How many people
are in your family?]

Joelle: Hola Jane, ;Eres el hermano mayor o el menor? [Hi Jane. Are you the
older brother or the younger. |

Jane: Hola Joelle, Soy el hermano del medio. Tengo un hermano menory un
hermano mayor. [Hi Joelle. I am the middle brother. I have a younger
brother and an older brother.]

Like the prior chapter, the oral discussion prompt for Week 12 directed students to open
the link for the prompt, but reiterated the number of posts required, and in Weeks 13-14 learners
were directed back to the link in Week 12 to respond to their peers. Different from the prior
chapter, upon clicking the link students opened the VoiceThread with an image depicting the
usage of gustar and had to click the professor’s recording to hear the instructions, which
explained stated the directions:

So with gustar, I’d like us to try and be a little more interactive in our VoiceThread. Take

what you have learned, use our vocabulary words from the chapter, and ask your

classmates questions. You can ask: Do you like? Does your friend like? Do students like?

Does the professor like? Remember don’t think about English do/does just think who

does the liking, so if you want to ask does our professor like you could say: ¢A la
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profesora le gusta estudiar? Does our professor like to study? Use the chart to build your

questions. Try to build at least two questions and check your classmates' questions and

respond to two people.

In the Weeks 12-14 discussion, 11 students participated in the voice discussion. There
was a total of 17 questions posed. Nine of these questions were posed to the whole class while
the remaining eight were directed to a specified student. In this thread, eight of the questions
were unanswered (47%), and the remaining nine questions were answered (53%). Seven of the
responses were in response to questions directed toward the entire class. Of the nine answered
questions, there were nine responses that were only statements. There were three responses that
gave information and also created a question.

In response to the prompt, a typical interaction could involve numerous students building
off one another with a variety of different structures. In the excerpt below, David started his
conversation with a statement and then asked a related question. Lisa did not respond to David’s
question but asked David a question. David answered with a statement. Jane responded to
David’s question, asked him an additional question, and gave a statement to provide her own
answer to the question.

David: Hola clase. Me gusta levantar pesas en mi tiempo libre. ;Qué te gusta
hacer en tu tiempo libre? [Hello class. I like to lift weights in my free
time. What do you like to do in your free time?]

Lisa: Hola David. ;A ti te gusta mirar el futbol? [Hello David. Do you like to

watch soccer?]
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David: Hola Lisa. No veo el futbol. No veo deportes excepto los Juegos
Olimpicos. [Hello Lisa. I do not watch soccer. I do not watch sports except
the Olympic Games. |

Jane: Hola David. Me gusta leer en mi tiempo libre. ;Qué estacion te gusta? Me
gusta el verano porque hace calor. [Hello David. I like to read in my free
time. What season do you like? I like summer because it is hot.]

The thread also contained two statements that were not responses to questions nor did
they contain any questions. These statements generated audio comments. The first statement got
three responses: Two asked questions and one made a comparative statement. As seen in the
transcript below, Alyssa provided information about her own preferences, which got questions

from Lisa and Joelle and a comparative statement from Danielle.

Alyssa: Me gusta jugar el futbol. No me gusta el golf. [1 like to play soccer. I don’t
like golf.]

Lisa: Hola Alyssa. ;A ti te gusta bailar? [Hello Alyssa. Do you like to dance?]

Joelle: Alyssa, ;qué tipo de futbol te gusta? [Alyssa. What type of soccer do you
like?]

Danielle: Hola Alyssa. No me gusta jugar el futbol, pero me gusta jugar al voleibol.

[Hello Alyssa. I don’t like to play soccer, but I like to play volleyball.]
For the second statement there was only one response. Again, Alyssa posted a statement about
her preferences. This time James responded with a comparative statement and asked a question.
Alyssa: Hola. Me gusta ir al gimnasio en mi tiempo libre. [Hello. I like to go to the

gym in my free time.]
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James: Hola Alyssa. Yo también amo el gimnasio. ; Tienes un ejercicio favorito?
[Hello Alyssa. I also love the gym. Do you have a favorite exercise?]
Similar to the discussion for Chapter 2, the question response pattern consisted of one
person posing a statement or question and another student responding. This response was the
ultimate response and the conversation did not continue. In Weeks 12-14, Chapter 3, there was
only one conversation that deviated from this pattern. Joelle asked a question; Alice responded,
and Joelle answered the question. In this mini-dialogue, Joelle spoke twice and Alice spoke once.
Joelle: Hola a todos. Me gusta ir de vacaciones con mi familia a diferentes islas.
¢ Te gusta tomar vacaciones? [Hello everyone. I like to go on vacation
with my family to different islands. Do you like to take vacations?]
Alice: Hola Joelle. ;A donde estes tu y tu familia de vacaciones? [Hello Joelle.
Where are you and your family vacation to?]
Joelle: Hola Alice. Mi familia y yo amamos vas a Jamaica. Amamos y viajamos a
muchas islas de Caribe. [Hello Alice. My family and I love you go to
Jamaica. We love and travel to many Caribean Islands.]
Research Subquestion 2
The second subquestion to examine the main research question was: What are the ways
that students demonstrate interpersonal and presentational oral communication in an
asynchronous online beginning Spanish course at a community college? To answer this question
three additional themes arose from the data: (a) interpersonal communication is personalized and
inclusive, (b) presentation communication is enhanced by visuals and organization, and (c) oral

communication is consistent with novice learners.
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Theme 5: Interpersonal communication is personalized and uses language to include the
interlocutor.

Through direct observations of the course recordings, the researcher was able to observe
that when learners were conducting a dialogue, their communication pattern relied on
biographical data and personal preferences. While their communication encompassed their own
interests and background, it also acknowledged that they were in a dialogue by using language to
demonstrate the other interlocutor by the usage of greetings and comparative words.

Personal Background and Interests. In Weeks 8-10, learners engaged in a dialogue
about family. The instructions stated that learners were able to describe their own family or
another family, giving them the option to not discuss personal biographical information. In
Weeks 12-14, the discussion was about activities using the verb gustar to show likes and dislikes.
The instructions stated that learners could create questions asking /7e gusta...? [Do you like...?]
or to ask about someone else such as ;4 la profesora le gusta...? [Does the professor like...?].

In Weeks 8-10 discussion, students were given the option of describing any family. All
students in the dialogue described their own family. This was indicated through the use of
possessive adjectives and first-person pronouns and verb endings. Danielle gave the following
description of her family: “Mi familia es mi mama, mi papa, mi abuelo y mi perro Kiki. Yo no
tengo los hermanos. Yo tengo el pez Matt y dos caracolas Bonnie y Nancy.” [My family is my
mom, my dad, my grandfather and my dog Kiki. I don’t have the siblings. | have the fish Matt
and two snails Bonnie and Nancy.] While Danielle’s description is short, Leo used the same
grammatical structures to indicate the personal relationship in his more detailed description:

Mi familia es pequefio. Nosotros somos dos personas. Mi esposa se llama Daisy. Mi

esposa es de Pennsylvania. Nosotros tenemos un perro. Nuestro perro se llama Lily.
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Tiene un afio. Mi esposa tiene tres hermanas y un hermano. Yo tengo solo uno hermano.

Su nombre es Kory. El es mucho simpatico. ¢ Cuantos personas hay en tu familia? [My

family is small. We are two people. My wife’s is named Daisy. My wife is from

Pennsylvania. We have a dog. Our dog is named Lily. He/she is one year. My wife has

three sisters and one brother. | have only one brother. His name is Kory. He is a lot nice.

How many people are there in your family?]

In Weeks 12-14, learners were allowed to create questions asking about anyone’s likes
and dislikes. Students frequently selected to discuss their own personal likes and dislikes by
engaging with questions of te gusta... [do you like...] or sharing their own likes with me gusta...
[Ilike...]. For example, in the excerpt below, Lisa shared a personal like and then asked if
others like it. Three types of responses demonstrated the students’ personal preferences. Leo
shared his interest; Jane shared her interest and expanded on it, and Danielle shared interest in it,
expanded, and also returned a question.

Lisa: Hola clase. Me gusta escuchar la musica. ;Te gusta escuchar la musica?

[Hello class. I like to listen to the music. Do you like to listen to the
music. |

Leo: Hola Lisa. Si, a mi también me gusta escuchar la musica. [Hello Lisa. Yes,
I also like to listen to the music.]

Jane: Hola Lisa. Me gusta escuchar musica. Escucho mucha musica y me gusta
cantar en la iglesia. [Hello Lisa. I like to listen to music. I listen to a lot of
music and I like to sing in the church.]

Danielle: Hola Lisa. Si, me gusta escuchar musica también. Me gusta escuchar

musica clasica. ¢ Qué tipo de musica te gusta? [Hello Lisa. Yes, I like to
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listen to music also. I like to listen to classical music. What type of music
do you like?]

While the majority of students spoke about personal interests and asked questions related
to classmates’ personal interests. One student shared a family member’s interest and asked about
students’ friends’ interests. Jane stated: “Hola todos. Me gusta bailar y cantar y a mi papa le
gusta jugar golf. ;A ti te gusta bailar y a tus amigos les gusta tomar fotos? ” [Hello everyone. |
like to dance and sing, and my dad likes to play golf. Do you like to dance and do your friends
like to take photos.] The response to this question indicated the student’s personal interest and
did not discuss others.

In the interviews, participants were asked: “What topics did you discuss in your oral
assignments?” They subsequently described topics that related to their personal background and
interests. Caroline stated: “We discussed our school schedules, majors, and favorite subjects. We
talked about our families. We talked about activities. We talked about what we like.” Similarly,
Joelle mentioned: “In my speaking, I talked about my life, such as where I am from, my name,
what | like to do, what | am studying, and my family.”

Greetings. One of the ways in which students expressed interpersonal language
characteristics was by greeting others. In both oral discussions, Weeks 8-10 and Weeks 12-14,
learners frequently addressed to whom their question or statement was addressed by using both
plural and singular greetings.

When students posted their responses to the class, they addressed the group by using
nouns to indicate that they were addressing a group. Leo opened the Weeks 12-14 discussion by
stating: “Hola comparieros y comparieras. Hoy yo tengo dos preguntas: ;Os gusta practicar

deportes en vuestro tiempo libre? ;Os gusta las actividades adentro o al aire libre?” [Hello
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classmates. Today I have two questions: Do you (plural) like to practice sports in your free time?
Do you (plural) like activities inside or outside?] In the same discussion, five learners started
with “Hola clase” [Hello class], and three learners began with “Hola a todos” [Hello everyone.]

When greeting individual students “hola” [hello] followed by the students’ name were
used. For example, in Weeks 8-10, Caroline responded to Alyssa’s description “Hola Alyssa,
¢, Cudles son los nombres de tus gatos?” [Hello Alyssa, What are the names of your cats?]. In the
weeks 8-10 discussion. Addressing other students individually occurred 18 times while there are
three unaddressed greetings of just “hola” [hello]. In Weeks 12-14, addressing individuals with
“hola” [hello] and their name occurred 18 times as well while there are only two instances of an
unaddressed “hola” [hello] both of them in comments from Alyssa.

While the most common pattern demonstrated in the conversations was to give some type
of greeting, whether plural, singular, or unaddressed, there were a few instances where no
greeting was given. When students initiated their responses to the Week 8-10 prompt, 11
students gave no greeting and launched directly into their description. For example, Caroline
stated, “En mi casa vivo con mi madre. EI nombre de mi madre es Lina. No tengo hermanos y
hermanas.” [In my house I live with my mother. My mother’s name is Lina. I don’t have
brothers and sisters.] While eight of these appeared to take on the form of presentational
speaking as they exhibited no characteristic of dialogue, three of these concluded the description
with a question. Jane said “En mi casa somos cinco personas. Mi papa se llama Mark. El es de
Washington. Mi mama se llama Christine. Ella es de Arizona. Yo tengo dos hermanos. Sus
nombres son Conner y Ken. ;Cudntas personas hay en tu familia?” [In my house we are five
people. Mi dad’s name is Mark. He is from Washington. My mom’s name is Christine. She is

from Arizona. | have two brothers. Their names are Conner and Ken. How many people are in
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your (singular) family? In Weeks 12-14, there is only one recording that does not explicitly make
mention of an interlocutor. Alyssa included no form of address, greeting, or question when she
stated “Me gusta jugar el fatbol. No me gusta el golf.” [I like to play soccer. I don’t like golf.]

Comparative Language. Students’ statements also demonstrated that they were
communicating with each other by using comparative words. These comparatives expressed
similarities and contrasts to what other students had previously stated.

Students expressed similarities by using también [also]. They used this structure to refer
to a similarity in a prior statement. In the voice discussion for Weeks 8-10, students used tambien
to show similarities in family structure. In the discussion below Jane mentioned having five
people in her family and describing them. Later in the conversation, Alice responded that there
are also five people in her house.

Jane: En mi casa somos cinco personas. Mi papa se llama Mark. El es de
Washington. Mi mama se llama Christine. Ella es de Arizona. Yo tengo
dos hermanos. Sus nombres son Conner y Ken. ¢ Cuéntas personas hay en
tu familia? [In my house we are five people. My dad’s name is Mark. He
is from Washington. My mom’s name is Christine. She is from Arizona. |
have two siblings/brothers. Their names are Conner and Ken. How many
people are in your family.]

Alice: También tengo cinco personas en mi familia. Es mi mama, mi papa, mi
hermano y mi hermana y yo. [I also have five people in my family. It’s my
mom, my dad, my brother, my sister and I.]

Likewise, Caroline mentioned that she did not have siblings to which Danielle used

también [also] to say that she shared this characteristic.
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Caroline:

Danielle:

En mi casa vivo con mi madre. El nombre de mi madre es Lina. No tengo
hermanos y hermanas. [In my house I live with my mother. My mother’s
name is Lina. I don’t have brothers and sisters.

Hola, Yo no tengo hermanos y hermanas también. ; Tiene mascotas?

[Hello, I don’t have brothers and sisters also. Do you have pets?]

In the discussion for weeks 12-14, students also used tambien [also] to share similarities.

In this discussion, it was used to show the similarities in preferences for activities. Lisa first

expresses her interest in music, which is followed by Leo, Danielle and Alyssa also expressing

interest in music with the usage of comparative language.

Lisa:

Leo:

Danielle:

Alyssa:

Hola clase. Me gusta escuchar la musica. ; Te gusta escuchar la musica?
[Hello class. I like to listen to music. Do you like to listen to music?]
Hola Lisa. Si, a mi también me gusta escuchar la musica. [Hi Lisa. Yes, |
also like to listen to music.]

Hola Lisa. Si, me gusta escuchar musica también. Me gusta escuchar
musica clasica. ;Qué tipo de musica te gusta? [Hi Lisa. Yes, I like to
listen to music also. I like to listen to classical music. What type of music
do you like?]

Hola Lisa. Me gusta musica también. Mi favorito es toda. [Hi Lisa. I like

music also. My favorite is all.]

James also uses tambien [also] to share his interest in going to the gym in response to

Alyssa’s statement.

Alyssa:

Hola. Me gusta ir al gimnasio en mi tiempo libre. [Hi. I like to go to the

gym in my free time.]
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James: Hola Alyssa. Yo también amo el gimnasio. ; Tienes un ejercicio favorito?
[Hi Alyssa. I also love the gym. Do you have a favorite exercise?]

While several students used the comparative tambien [also] to share similarities, the
contrasting language was used with far less frequent. In Weeks 8-10 students did not express any
differences with the usage of specific contrast language. However, in Weeks 12-14, there is one
instance of a student contrasting another student’s preference. Danielle offers a contrast to

Alyssa’s preference of sports with the usage of pero [but].

Alyssa: Me gusta jugar el futbol. No me gusta el golf. [1 like to play soccer. I don’t
like golf.]
Danielle: Hola Alyssa. No me gusta jugar el futbol, pero me gusta jugar al voleibol.

[Hello Alyssa. I don’t like to play soccer, but I like to play volleyball.]
Theme 6: Presentational communication is enhanced by visuals and organization.

The researcher observed through course recordings that learners’ presentational
communication often discussed personal biographical data and preferences, yet there were
students who branched off and used their presentations to apply vocabulary and grammar to non-
personal descriptions. This was particularly apparent in the presentations of several animated
television families. Apparent in both the personal and nonpersonal presentations, the learners’
usage of greetings and farewells, organization, and visuals presented characteristics of
presentational communication.

Greeting and Farewell. One of the ways in which some students expressed
presentational language was by beginning their presentations with a greeting acknowledging the
group. From the presentations in Week 11 and in Week 14, three students gave no greeting and

just started their presentation of content; however, the remaining students all acknowledge that
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there was a listener by giving a salutation. Most of the students simply stated “Hola” [Hello] and
then began their content. Alyssa started her presentation by greeting and introducing herself with
“Hola. Me llamo Alyssa.” [Hello. My name is Alyssa]. The remainder of the presentations
acknowledged that the presentation was directed to an audience of more than one person. For
example, in weeks 11 and 14, Leo stated “Hola a todos” [Hello everyone]. Similarly, Lisa, David
and Jane all acknowledged the group in their presentations for Weeks 11 and 14 with “Hola
clase” [Hello class].

While most students acknowledged the audience at the beginning of the presentation,
most students stated their last sentence of content and the recording ended without acknowledge
their audience. However, a few students acknowledged that they were giving a presentation by
ending with a thank you. Danielle ended both of her presentations with “Gracias” [Thank youl].
Likewise Leo ended both of his presentations with “Gracias todos.” [Thank you everyone].

Organization. In the presentations in Weeks 11 and 15, the researcher noted similar
patterns of organization in the enunciation of ideas. Most of the students’ presentations showed
their presentational skills by starting with a generic overarching introduction statement followed
by support and details. While the students showed common structure to their presentations, all of
the presentations lacked a concluding statement.

In Week 11, Leo introduced his family with an overarching statement that described the
structure of his family. He stated “Yo tengo un pequena familia.” [1 have a small family]. He
subsequently introduced a family member and followed with a description of the member. He
stated “Yo tengo una mucho bonita esposa. Ella es inteligente y extrovertida. Nosotros vivimos en
estados unidos.” [1 have a lot beautiful wife. She is intelligent and extroverted. We live in the

United States.] The remainder of his presentation followed the same pattern of introduction and
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then description of first his parents, then his brother, and brother’s wife and children. His

presentation continued:
Mis padres viven en Europa. Ellos son mucho simpaticos. Mi padre nombre es Zach y mi
madre nombre es Sara. Mi padre es de Europa, pero mi madre es de estados unidos. Yo
tengo uno hermano. Su nombre es Ken y él tiene treinta y cinco aiios. El es mucho listo y
comico. Su esposa es buena y generosa. Ellos tienen dos hijas. Mis sobrinas son mucho
listas y divertidas. Mi joven sobrina tiene cinco arios y mi vieja sobrina tiene siete arios.
Mi hermano y su familia viven en Europa. [My parents live in Europe. They are a lot
nice. My father’s name is Zach and my mother’s name is Sara. My father is from Europe,
but my mother is from the United States. I have one brother. His name is Ken and he is
thirty five years old. He is very smart and funny. His wife is good and generous. They
have two daughters. My nieces are very smart and fun. My young niece is 5 years old and
my old niece is 7 years old. My brother and his family live in Europe.]
In Caroline’s presentation, she also introduced the overall family structure first and then

introduced the person and followed with a description of the person. Caroline stated:
En mi familia estamos mi madre y yo. Mi nombre es Caroline y tengo diecinueve anos.
Tengo el pelo oscuro y rizado y los ojos color avellana. Me gusta leer y ver peliculas. El
nombre de mi madre es Lina. Tiene cuarenta y cinco anos. Ella tiene el pelo castario y
ojos marrones. Le gustan los deportes y dormir. [In my family we are my mother and 1.
My name is Caroline and I am nineteen years old. I have dark, curly hair and hazel color
eyes. I like to read and watch movies. My mother’s name is Lina. She is forty-five years

old. She has brown hair and brown eyes. She likes sports and to sleep.]
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Using the same structure as Leo and Caroline, Danielle described the television family
from the cartoon Bluey. She gave the overall composition of the family, followed by
introductions and descriptions for each member in the following narrative:

Hay cuatro personas en su familia. Sus apellidos son Heeler. El nombre de su mama es

Chilli. El gusta el hockey sobre hierba y ella es anaranjado y marron. Ella es generosa y

paciente. El nombre de su papa es Bandit. El gusta ver el grillo en la tele. El es amarillo

y azul. El es tonto y divertido. Ella nombre es Bluey. Tiene seis aiios. Ella tiene la

hermana. Ella es amarillo y azul como su papa. Ella nombre es Bingo. Tiene cuatro arios.

Ella es la hija menor en su familia. Ella es anaranjado como su mama. [There are four

people in his family. Their last names are Heeler. The mom’s name is Chilli. He likes

field hockey and she is orange and brown. She is generous and patient. The dad’s name is

Bandit. He likes to watch the cricket on the TV. He is orange and blue. He is silly and

fun. She name is Bluey. She is 6 years old. She has the sister. She is yellow and blue like

her dad. She name is Bingo. She is 4 years old. She is the youngest daughter in her

family. She is orange like her mom.]

While Alyssa did not start with a statement to introduce her whole family, she used the
organization of introducing each person and then later describing each:

Hola me llamo Alyssa. Tengo veintiuno arios y tengo dos hermanas y un hermano.

Nuestros padres son Mike y Mary. Mi hermano es James. Tiene doce afnios. Soy gemelo.

Es Janine. Mi hermana Jackie tiene quince. La personalidad de mi hermano es muy

extrovertida y le gustan los videojuegos mientras que su hermana gemela Janine es muy

timida y le gusta dibujar. Mi hermana Jackie es timida pero amigable y le gustan los

animales. También vivo con mi novio que también veintiun anios. Soy personalidad es
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timida amigable y le gusta ver deportes. Tengo tres gatos. [My name is Alyssa. I am
twenty-one years old and I have two sisters and one brother. Our parents are Mike and
Mary. My brother is James. He is twelve years old. I am a twin. She is Janine. My sister
is Jackie she is fifteen. My brother’s personality is very extroverted and he likes
videogames while his twin sister Janine is shy and likes to draw. My sister Jackie is shy
but friendly and likes animals. I also live with my boyfriend who is also twenty-one years

old.]

Joelle, like Alyssa, did not introduce the family structure in the opening statement, but
included an introduction of each person and a subsequent description.
Vivo con mi esposo Damien. Eles plomero y tiene cuarenta y cinco anos. Nuestro hijo
Jamal tiene siete arios y esta en karate. Le gusta jugar con sus amigos. Mi hermano Wes
tiene cuarenta y cuatro anos y su esposa Elizabeth vive en Arizona con sus hijos Isaac
tienes ocho arios, Gina cinco y Elvis tres. Mi madre Demara es una maestra jubilada de
cincuenta anos y es muy paciente porque vive en Nueva Jersey. Mi abuelo Frank tiene
noventa y un anios y vive en la ciudad de Nueva York. [1 live with my husband Damien.
He is a plumber and is forty-five years old. Our son Jamal is seven years old and is in
karate. He likes to play with his friends. My brother Wes is forty-four years old and his
wife Elizabeth lives in Arizona with their children Isaac is eight years old, Gina five and
Elvis three. My mother Demara es a retired teacher of fifty years and is very patient
because she lives in New Jersey. My grandfather Frank is ninety-one years old and lives
in New York City.]
In Week 15, the same pattern of organization was noted. Most students started with an

introductory statement that encompassed the whole topic of the presentation, which was
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followed by support and details. Leo began his presentation by discussing a personal
characteristic and then followed with examples and explanations of activities that demonstrated
his character:

Yo soy una persona muy atlética. En el verano me gusta estar al aire libre. En mi tiempo

libre me gusta esquiar en el agua y jugar voleibol en la playa. Yo siempre miro mi

calendario y hacer planes por todo el verano con mi esposa y nuestros amigos. En

invierno me gustan deportes y actividades diferentes. En invierno me gusta jugar al tenis

v al baloncesto. También mi esposa y yo nos gustan peliculas. Nosotros vamos al cine o

vemos peliculas en television. [I am an athletic person. In the summer I like to be

outdoors. In my free time I like to water ski and play volleyball at the beach. I always
look at my calendar and to make plans for the whole summer with my wife and our
friends. In the winter I like sports and different activities. In the winter I like to play
tennis and basketball. Also my wife and I like movies. We go to the movie theater or we
watch movie on tv.]

Caroline took a different approach to her introduction and gave an overarching statement
of what the presentation would be about, which was followed by activities and details about
those activities.

Estas son algunas de las actividades que me gusta hacer en mi tiempo libre. Me gusta

leer. Leo mi Biblia todas las marianas. Pero me gusta encontrar nuevos libros para leer.

Me gusta comprar en linea. Mis lugares favoritos para comprar son Amazon y Ulta. No

voy a menudo, pero me encanta ir al cine. Esta semana voy a ver Canta Dos. [These are

some of the activities that I like to do in my free time. I like to read. I read my Bible

every morning. But I like to find new books to read. I like to buy online. My favorite
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places to buy are Amazon and Ulta. I don’t go often, but I love to go to the movies. This

week I am going to see Sing 2.]

Likewise, Danielle attempted to begin with an overarching statement although her
introduction took the form of stating only the topic, which was not a complete sentence. She
followed with her activities and details about those activities.

Mi tiempo libre. En mi tiempo libre me gusta mirar la television. Ahora mis programas

favoritos son Steven Universe, Jessica Jane, Neon Genesis Evangelion y Adventure Time.

Me gusta escuchar musica también. Yo escucha musica todos los dias. Me gusta cocinar.

Yo cocina la comida para mi familia y mis amigas. Me gusta compras con mis amigas

también. Gracias. [My free time. In my free time I like to watch tv. Now my favorite

programs are Steven Universe, Jessica Jane, Neon Genesis Evangelion and Adventure

Time. I like to listen to music also. I listen to music every day. I like to cook. I cook food

for my family and my friends. I like shopping with my friends also. Thank you.]

Alyssa, who in Week 11 did not include an introduction, started off by introducing her
lack of free time, but mentioning that when she did have free time, she would do the following
activities. She then listed the activities that she enjoyed.

Normalmente no tengo tiempo libre. Cuando hago, esto es lo que hago. Durante el

verano y la primavera me gusta jugar al tenis en mi tiempo libre. En el invierno me gusta

ver la television y quedarme en la cama donde hace calor. Cuando tengo tiempo libre, me
gusta jugar videojuegos. [Normally I don’t have free time. When I do, this es what I do.

During the summer and and spring I like to play tennis in my free time. In the winter I

like to watch tv and stay in bed where it is hot. When I have free time I like to play

videogames.
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Joelle who did not have an introduction in Week 11, also did not have one in Week 15. In
contrast to her Week 11 presentation, her Week 15 presentation also lacked details and only
encompassed three statements of activities. She stated, “Me gusta ir al cine e ir de compras en
mi tiempo libre. Los lunes y martes llevo a mi hijo karate. En verano nos gusta viajar con la
familia a diferentes islas.” [I like to go to the movies and to go shopping in my free time. On
Mondays and Tuesdays I take my son to karate. In the summer we like to travel with family to
different islands.]

Visuals. One of the distinctions between presentational and interpersonal communication
in the VoiceThread presentations was the usage of accompanying image shows in which students
illustrated the message that they were communicating. While two students video recorded
themselves talking and added no images that connected to their content, the remainder elected to
use clipart or personal photos to align with their narrative.

In Week 11, Danielle’s presentation about Bluey’s family incorporated corresponding
images to accompany various parts of the presentation. First, there was a title image with a
picture of a dog family with two adults and two children with the word Bluey, two pictures of a
blue dog and the title “La familia de Bluey” [Bluey’s family] ( see Figure 9), which Danielle
stated in the audio recording.

Figure 9

La Familia de Bluey Title Image

111



The subsequent image showed the same four dog family as the title image. They were
under a tree in front of a house (see Figure 10), and Danielle stated “Hay cuatro personas en su
familia. Sus apellidos son Heeler.”” [There are four people in his family. Their last names are
Heeler.]

Figure 10

Image of Four Dog Family

The third image to appear showed the image of the adult orange dog from the prior image
(see Figure 11). Accompanying this picture, Danielle said “El nombre de su mama es Chilli. El
gusta el hockey sobre hierba y ella es anaranjado y marron. Ella es generosa y paciente.” [The
mom’s name is Chilli. He likes field hocky and she is orange and brown. She is generous and

patient.]

Figure 11

Image of Chilli
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The blue adult dog from image 2 of the family appeared on the fourth image (see Figure
12), and Danielle declared “EI nombre de su papa es Bandit. El gusta ver el grillo en la tele. El
es amarillo y azul. El es tonto y divertido. [The dad’s name is Bandit. He likes to watch the

cricket on the TV. He is orange and blue. He is silly and fun.]

Figure 12

Image of Bandit
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The fifth image showed the blue dog child from image 2 (see Figure 13) with Danielle’s
accompanying audio “Ella nombre es Bluey. Tiene seis anios. Ella tiene la hermana. Ella es
amarillo y azul como su papa. [She name is Bluey. She is 6 years old. She has the sister. She is
yellow and blue like her dad.]

Figure 13

Image of Bluey
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The sixth and final image shows the orange dog child from image 2 (see Figure 14). In
the accompanying audio Danielle described “Ella nombre es Bingo. Tiene cuatro arios. Ella es la
hija menor en su familia. Ella es anaranjado como su mama.” [She name is Bingo. She is 4

years old. She is the youngest daughter in her family. She is orange like her mom.]

Figure 14

Image of Bingo

Leo also described a family with accompanying images in Week 11. In contrast to
Danielle’s presentation of a fictional family, Leo chose to describe his family and incorporate
personal photos.

Leo’s first image included two photos. The first is a family of two older adults, one male
and one female, and two younger adults, one male and one female sitting in front of a statue. The
younger adults were also in the second photo, where the male has his arm around the female’s
shoulder. The text at the bottom read “Nuestra Familia” [Our Family]. Leo described the

members pictured in this image as:
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Yo tengo un pequeria familia. Yo tengo una mucho bonita esposa. Ella es inteligente y
extrovertida. Nosotros vivimos en estados unidos. Mis padres viven en Europa. Ellos son
mucho simpaticos. Mi padre nombre es Zach y mi madre nombre es Sara. Mi padre es de
Europa, pero mi madre es de estados unidos. [1 have a small family. I have a lot beautiful
wife. She is intelligent and extroverted. We live in the United States. My parents live in
Europe. They are a lot nice. My father’s name is Zach and my mother’s name is Sara. My
father is from Europe, but my mother is from the United States.]

The second image also contained two photos. On the left was a picture of two young girls
and on the right was a picture of a man and woman with their arms around one another. In the
middle of the image, the words “Mi hermano con su esposa y hijas” [My brother with his wife
and daughters.] This image was accompanied by the following narration “Yo tengo uno hermano.
Su nombre es Ken y él tiene treinta y cinco aiios. El es mucho listo y comico. Su esposa es buena
v generosa. Ellos tienen dos hijas.” [1 have one brother. His name is Ken and he is thirty five
years old. He is a lot smart and funny. His wife is good and generous. They have two daughters]

The third and final image contained the words “Mis sobrinas” [My nieces] and two
images to the right of the words. Each photo was of a young girl. Leo described this portion of
his family as “Mis sobrinas son mucho listas y divertidas. Mi joven sobrina tiene cinco anos y mi
vieja sobrina tiene siete arios. Mi hermano y su familia viven en Europa.” [My nieces are a lot
smart and fun. My young niece is 5 years old and my old niece is 7 years old. My brother and his
family live in Europe.]

Like the presentations in Week 11, the presentations in Week 15 were also accompanied
by visuals. While in Week 11 several students used personal photos, in Week 15 the presentations

with visuals all incorporated clipart or stock photos.
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In Week 15, Caroline presented her preferences for activities by beginning with opening
title image the which had the words Free Time across the middle surrounded by words and
images representing activities. There were the words watching TV and a picture of a television,
listening to music and an image of headphones, cooking and a picture of pan with ingredients,
shopping and and a picture of tags spelling sale, and reading accompanied by no image (see
Figure 15). The accompanying narration was “Estas son algunas de las actividades que me gusta

hacer en mi tiempo libre.” [These are some of the activities that I like to do in my free time. ]

Figure 15

Free Time Activities Title Image

On the next image, she stated “Me gusta leer. Leo mi Biblia todas las mafianas. Pero me
gusta encontrar nuevos libros para leer. [1 like to read. I read my Bible every morning. But I like
to find new books to read.] This narration was paired with the image of a stack of books (see
Figure 16).

Figure 16

Image of Stack of Books
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On the third image of the presentation, there was a picture of a computer with a small
shopping cart sitting on the keyboard. Out of the shopping cart were a variety of Little circles
depicting images to represent flights, wifi, computers, cars, houses, likes, searching, music and
more (see Figure 17). She stated “Me gusta comprar en linea. Mis lugares favoritos para
comprar son Amazon y Ulta.” [1 like to buy online. My favorite places to buy are Amazon and

Ulta.]

Figure 17

Image of Computer with Shopping Cart

For the fourth and final image of the presentation there is a photo of a movie theater (see
Figure 18). Caroline stated “No voy a menudo, pero me encanta ir al cine. Esta semana voy a ver
Canta Dos.” [1 don’t go often, but I love to go to the movies. This week I am going to see Sing
2.]
Figure 18
Image of Movie Theater
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While Caroline chose photos to represent her activity preferences, Danielle selected to
use clipart to represent the majority of her preferences. Her opening image contained the words
“Mi tiempo libre” [My free time.], which she read before flipping to the second image.

On the second image, she stated “En mi tiempo libre me gusta mirar la television. Ahora
mis programas favoritos son Steven Universe, Jessica Jane, Neon Genesis Evangelion y
Adventure Time.” [In my free time I like to watch tv. Now my favorite programs are Steven
Universe, Jessica Jane, Neon Genesis Evangelion and Adventure Time.] With this narration are
four images, one for each show she mentioned and they went from left to right in the order she
mentioned them (see Figure 19).

Figure 19

Image of Four Television Programs

On image three, there was a drawing of person with headphones on with musical notes
floating above him (see Figure 20). Danielle accompanied the narration, “Me gusta escuchar
musica también. Yo escucha musica todos los dias.” [1 like to listen to music also. I listen to

music every day].
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Figure 20

Image of Listening to Music

The subsequent image depicted a variety of foods in serving dishes with a person slicing
a carrot (see Figure 21). To which, Danielle narrated “Me gusta cocinar. Yo cocina la comida

para mi familia y mis amigas.” [I like to cook. I cook food for my family and my friends. ]

Figure 21

Image of Preparing Food

The final image contained the narration “Me gusta compras con mis amigas también.
Gracias.” [1 like shopping with my friends also. Thank you.] This image was accompanied by an
image of two women holding various bags in their hands (see Figure 22).

Figure 22

Image of Shopping
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Theme 7: Interpersonal and presentational oral communication shows characteristics of
ACTFL novice level.

Throughout the observation and transcription of course recordings, learners demonstrated
elements of novice interpersonal and presentational communication. Through the analysis, it
emerged that learners while communicating their ideas relied on patterns of language presented
in their lessons and memorized vocabulary. It also emerged that while there was much repetition
of structures and words, their usage also presented possible miscommunications.

Patterns of language and memorized vocabulary. It was evident in the discussions and
presentations that students relied on language emphasized in their textbook and repeated these
phrases during their communication attempts. During the discussion of family in Weeks 8-10, the
students consistently used vocabulary from the book to communicate about family. For example,
their book presented husband as esposo. The alternate, marido, was not used by any of the
learners. Similarly, in the Weeks 12-14 discussion learners used the words from the book as their
primary means to communicate about preferences. The book chapter focused on outdoor
activities and sports, but had previously learned words for some other activities that might be
part of a students’ regular activities, such as listening to music, eating, studying, reading, and
writing. During this discussion the only word that had not been provided to learners was islas
[islands], which Joelle used when she stated “Me gusta ir de vacaciones con mi familia a

diferentes islas.” [1 like to go on vacation with my family to different islands.]
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Their course materials presented the expression Aijo unico/hija unica [only
child(male)/only child(female)], yet their materials also showed that answering the question
¢ Tienes hermanos? [Do you have siblings?] can be answered “No tengo hermanos.” [1 don’t
have siblings]. Throughout the recordings there were several students who needed to present this
information. Danielle in the Week 8 discussion stated, “Yo no tengo los hermanos™ at 4:36. At
6:38 Caroline stated “No tengo hermanos y hermanas,” to which Danielle then commented “Yo
no tengo hermanos y hermanas también.”

In the Week 8 discussion Alice described her family using almost identical structure in
each iteration. At 5:04 in the discussion she responded to Danielle who mentioned having five
members by stating “También tengo cinco personas en mi familia. Es mi mama, mi papa, mi
hermano y mi hermana y yo.” [ also have five people in my family. It’s my mom, my dad, my
brother and my sister and I.] Later at 5:30 in the discussion she introduced her family as “7engo
cinco personas en mi familia. Es mi mama, mi papa, mi hermano y mi hermana y yo. Vivimos en
Nueva Jersey.” [1 have five people in my family. It’s my mom, my dad, my brother and my sister
and I. We live in New Jersey.]

Participants were asked if their speaking had improved throughout the semester and if
their speaking tasks had gotten more challenging. In their responses, they discussed repetition
and patterns. Danielle elaborated:

I started the semester a little nervous about speaking, but it wasn’t that bad. When I think

about what I learned, yes, it got more challenging, but at the same time, it didn’t feel like

it got harder. Because I practiced with MindTap, I repeated the words and sentences many

times before speaking. When I had to speak, the discussions were short and I used the
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same words my classmates used. Then the end of the chapter speaking assessment
repeated the words again.
Danielle also referred to her progress and her self-reflection of her ACTFL level in the following
statement:
I definitely improved. We had to write these journals that made us think about what we
were learning, and each time I did, I was surprised at how much I learned in a short time.
I remember with the journals we also had a chart that showed levels and I could see my
progress from the lowest level to later thinking wow I am not at the bottom.
Possible miscommunications. While students provided information, they sometimes
gave conflicting information, which could have presented challenges to communication.
Alyssa’s presentation in Week 11 was describing her family. In her description, she first
mentioned that she is a twin and the twin is Janine. Later she said that her brother is extroverted
and likes videogames while his twin Janine is shy and likes to draw, which presented an unclear
message about the relationships. Alyssa stated:
Hola me llamo Alyssa. Tengo veintiuno arios y tengo dos hermanas y un hermano.
Nuestros padres son Mike y Mary. Mi hermano es James. Tiene doce arios. Soy gemelo.
Es Janine. Mi hermana Jackie tiene quince. La personalidad de mi hermano es muy
extrovertida y le gustan los videojuegos mientras que su hermana gemela Janine es muy
timida y le gusta dibujar. Mi hermana Jackie es timida pero amigable y le gustan los
animales. También vivo con mi novio que también veintiun arios. Soy personalidad es
timida amigable y le gusta ver deportes. Tengo tres gatos. [My name is Alyssa. [ am
twenty-one years old and I have two sisters and one brother. Our parents are Mike and

Mary. My brother is James. He is twelve years old. I am a twin. She is Janine. My sister
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is Jackie she is fifteen. My brother’s personality is very extroverted and he likes

videogames while his twin sister Janine is shy and likes to draw. My sister Jackie is shy

but friendly and likes animals. I also live with my boyfriend who is also twenty-one years
old.]

During the conversation in Weeks 8-10, there was a possible miscommunication when
David named the members living in his household. As David never mentioned the structure of
the family again, there was a possibility of correct language usage, but the relationships
mentioned show a possible incorrect word choice. He mentioned living with a father-in-law, but
he did not mention being married or having a wife. Additionally, the other members in the
household are his mother and brother, which indicated that he could have been trying to indicate
stepfather. He stated: “En mi familia nuclear tengo 4 personas. Vivo con mi madre, mi suegro y
mi hermano. También tengo una hermana de la familia de mi padre. Tengo muchos primos.
Incluso tengo una bisabuela. ; Tienes un hermano o una hermana?” [In my nuclear family, I
have four people. I live with my mother, father-in-law, and brother. I also have a sister from my
father’s family. I have many cousins. Including I have a great-grandmother.]

Influence of another language. One of the characteristics of novice language is the
influence of L1. Several examples of word for word translation from English to Spanish were
indicated in the sentence structure.

In the Weeks 12-14 discussion, Joelle and Alyssa discussed vacations. Students learned
the structure “ir de vacaciones” [to go on vacation]. While Joelle used this expression, she also
used “fomar vacaciones” [to take a vacation]. While this direct translation, could be derived from
course materials and relayed correct information, Alyssa attempted to use vacaciones [vacations]

as a verb as could be done in English. The conversation went as follows:
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Joelle: Me gusta ir de vacaciones con mi familia a diferentes islas. ;Te gusta tomar
vacaciones? [I like to go on vacation with my family to different islands. Do you like to
take vacations?]

Alyssa: Hola. Me gusta vacacione en Miami Beach. [Hello. I like vacation in Miami

Beach.]

Also, in this same discussion, Danielle discussed the weather she liked. Course materials
taught weather expressions using hacer, such as hace calor and hace buen tiempo [It’s hot and
it’s nice weather]. In the course materials examples of how to express weather preferences
demonstrated the expression “me gusta cuando...” [I like when...]. Danielle, rather than
following models, translated word for word from English, piecing together tiempo [weather] and
frio/calor [cold/hot] the words for cold and hot. She stated: “Hola clase. Me gusta tiempo frio y
no me gusta tiempo calor. ;Qué tiempo te gusta? [Hello class. I like cold weather and I do not
like hot weather.]

When asked about the challenges to communicating orally, participants mentioned
thinking of the word in English and not being able communicate it. As Alyssa stated:

I would think of what I want to say in English, but then when I tried to put it in Spanish I

wouldn’t come up with the words, so I would look through the book. I would have to

write what [ want to say because every time I pressed record I would forget some of the
words.
Summary of the Findings

This chapter presented the findings of the content analysis in alignment with the main

research question and the two research sub-questions. The findings addressed the question: How

do beginning students use L2 oral communication in an asynchronous online beginning Spanish

124



course at a community college? Part of this question aimed to gain insight on the mediating
factors through the sub-question: What are the factors that mediate students’ oral engagement in
an asynchronous online beginning Spanish course at a community college? From the data the
four themes that emerged to address this question were: (a) Students use an abundance of tools
and signs to mediate their oral engagement, (b) When students need clarification or assistance,
they turn to artifacts, (c¢) Community is supportive, fosters confidence, and extends beyond the
classroom, and (d) Technology and norms can hinder oral communication.

The second subquestion sought to gain insight on learners’ usage of oral interpersonal
and presentational communication with the question: What are the ways that students
demonstrate interpersonal and presentational oral communication in an asynchronous online
beginning Spanish course at a community college? To align with this question three themes
emerged: (a) Interpersonal communication is personalized and uses language to include the
interlocutor, (b) Presentational communication is enhanced by visuals and organization, and (c)
Interpersonal and presentational oral communication shows characteristics of ACTFL novice

level. These seven themes are recapped and detailed in Chapter 5.
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Chapter 5: Discussion, Limitations, Recommendations and Conclusion

Introduction

This chapter begins with a discussion of the findings in relation to the research questions
guiding this project. In addition to relating the discussion to the research questions, the
conceptual frameworks are interwoven into the discussion. After the discussion, there is a
description of the limitations of this study. Subsequently, recommendations for practice and
recommendations for future research are presented.
Discussion of the Findings

The purpose of this study was to examine community college beginning Spanish
students’ usage of oral communication in an asynchronous course. The study sought to describe
factors that mediate learners’ oral target language communication and present the ways that
students demonstrate novice level presentational and interpersonal target language oral
communication. The first research subquestion targeted an analysis of the factors; therefore,
activity theory was the framework used to analyze the data. The second research subquestion
aimed to demonstrate the language that students used, which corresponded to usage of the
ACTFL framework during the analysis. In this section, the findings of this study, seven themes,
which were presented in Chapter 4, are discussed in relation to their respective frameworks and
related literature in the area.
First Research Subquestion Discussion

The first subquestion was: What are the factors that mediate students’ oral engagement in
an asynchronous online beginning Spanish course at a community college? This question aligned
with activity theory, which posits that learners are embedded within a social context and that

their knowledge construction is developed via mediators. According to activity theory, the
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possible mediators are categorized as artifacts (tools and signs), community, division of labor,
and values, rules and conventions (Engestrém, 1999). From this study, four of the seven themes
addressed this research question and the other three themes addressed the second subquestion.
Theme 1: Students use an abundance of tools and signs to mediate their oral engagement.
The first and most apparent finding was the abundance and variety of artifacts. Learners
engaged in their oral activities through the usage technology and reported using many other tools
and signs to mediate their oral language communication. Thirteen different tools were grouped
into categories with items of similar usage, including several forms of written text, audio and
multimodal tools, and technologies. Additionally, other languages were also reported to have
played a mediating role for participants. These findings coincide with other research findings in
the area of second language writing (Kessler, 2020; Pullenayegem et al., 2020) and oral
communication (Niu et al., 2018), which has shown that students use a variety of different
multimodal artifacts to mediate their learning. Research on mediation in second language writing
has also indicated that the selection and usage of tools varies based on the individual’s own
experiences and goals (M. Lee, 2020; Yu & Lee, 2015). These studies about the use of
multimodal tools and individual’s own selection of tools aligns with the findings in this study,
which demonstrate that while the participants all reported having used tools from a variety of
categories, they did not always report the same tools within a category. Some of the participants
indicated that signs, languages from their families, and prior learning experiences mediated their
learning. Thus, each student had an individualized array of mediating artifacts and employed
those which coincided with prior experiences or selected tools to meet their own needs.
Although learners use a variety of mediating artifacts and the selection of mediating

artifacts varies for each individual, the usage of these tools is also embedded within the context.
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Kessler (2020) described the usage of technological tools in a study of two Chinese PhD
students, where the usage of tools was necessary, while Pullenayegem et al. (2020) described
tool usage in their study of Sri Lankan English writing students, where the usage of the tools was
optional. In the case of tools being necessary, the Chinese PhD students used a variety of
multimodal and technology mediated strategies to complete their writing, yet where the usage of
tools was not obligatory and there were a multitude of tools within the LMS, the usage of tools
among the Sri Lankan writing students was low (Kessler, 2020; Pullenayegem et al., 2020).
Thus, the usage of tools may also be constrained or enhanced by the rules dictating their usage.
The findings illustrated that the beginning Spanish learners had access to and used numerous
compulsory tools, such as their eBook, MindTap, and VoiceThread. Also indicated in the
findings, the participants mentioned using a variety of tools that were available within the LMS
that were not directly associated with a grade, such as videos and PowerPoints. In addition to
leveraging tools both associated with a grade and those not associated with a grade, students also
engaged with other outside tools, which did not directly correspond to the course content,
including Duolingo and Spanish podcasts. These tools presented students with opportunities to
learn vocabulary and grammar that was not being assessed in their beginning Spanish course
recordings. Although such tools were entirely supplemental, participants elected to use them to
mediate their oral communication. Likewise, Niu et al. (2018) also discovered that learners used
a variety of tools, some of which were required and others of which were extracurricular. Niu et
al. (2018) also found that learners used their other English classes to mediate their learning.
While the participants of this study were unable to take other Spanish courses simultaneously,
some also reported that their prior high school Spanish classes or their Hispanic/Spanish heritage

had aided their oral communication. Therefore, because learning is situated within the context,
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rules governing tool usage and access to other language courses are a factor in the selection of
artifacts.

It is also important to the technological tools used as mediators. In this study, participants
were required to use VoiceThread for their oral discussions and presentations. Participants
recorded audio for their discussions, and recorded audio along with images for their
presentations. In various studies, the usage of VoiceThread has been shown to allow students to
employ several literacy strategies (Alameen, 2011; Cadena Aguilar et al., 2019; Calle Martinez,
2020; Dona et al., 2014; Dugartsyrenova & Sardegna, 2017; Kent, 2017; L. Lee, 2014).
Likewise, other technologies, such as vlogs, YouTube, Facebook, Bubbly, and Flip can be used
for mediating oral language through multiple modalities (Davies, 2015; Gacs & Spasova, 2020;
Hung, 2011; Sun, 2009; Sun & Yang, 2015).

Another key consideration in the factor of context is target language usage and the usage
of other signs as mediators. The currently widely accepted teaching method of communicative
language learning focuses on developing communication skills with meaning being prioritized
over grammatical accuracy (Ddrnyei, 2009; Ellis, 2003; T. Y. Kim, 2013; Larsen-Freeman &
Anderson, 2011; Savignon, 1991). In a communicative classroom the objective is to use the
target language as much as possible. Because it is a highly immersive experience, the usage of
learners’ L1 is limited to when it is critical with negotiation of meaning occurring in the target
language to clarify meaning (Ellis, 2008; Larsen-Freeman & Anderson, 2011; Savignon, 1991).
In a comparative study of ELLs from Chile and Australia, Storch and Sato (2020) found that the
context of the learning played an important role in mediation, especially in regards to language.
In the foreign language classroom, learners relied on their instructor and the usage of their L1 to

negotiate meaning much more than the ESL classroom. Thus, varying environments can lead to a
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higher reliance on other languages to facilitate learning even in locations where there is a teacher
present to negotiate meaning. Because the literature about communicative methods assumes the
presence of an instructor and synchronous communication to negotiate meaning, it is important
to remember that the findings from this study are drawn from an entirely asynchronous course
where negotiating an utterance could span numerous days. In this study, participants used
different languages to help foster their understanding and communicate orally. Learners used
their L1 (English, Portuguese, and another nonromance European language) as well as another
heritage language (Tagalog) to mediate their communication. The students engaged with
bilingual vocabulary lists and translators, heard grammatical explanations in English, received
pronunciation feedback compared to English, and received instructions for assignments in
English. Learners also reported that cognates and pronunciation resembled that of English and
other languages. Because of the online asynchronous format, the learners do not have access to
their teacher in the moment that the communication attempt is made; hence, the negotion of
meaning with the instructor may be hindered. In the absence of immediate assistance, using other
languages can be a more immediate form of mediation. Thus, although the prevailing method
encourages almost exclusively target language usage, context still needs to be considered.
Theme 2: When students need clarification or assistance, they turn to artifacts.

In this study, learners revealed that artifacts were used for clarification or assistance. As
mentioned previously, the asynchronous nature of the course means that access to the professor
for clarity or help were delayed, which means that learners may not have had the opportunity to
delay their completion of assignments until they could receive assistance from their professor.
The findings indicate that learners did not look to their professor for this purpose, but rather used

a variety of written, audiovisual, and technological sources to gain the insight or aid they needed.
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Participants of this study specifically highlighted the role of written text in mediating
their learning. Several learners mentioned using written course materials as assistance, which
coincides with other research (Cruz Rondon & Velasco Vera, 2016; Niu et al., 2018; Pareja-lora
et al., 2016). Moreover, scripting thoughts before recording was also reported by learners as
ways to mediate their oral language production. This specific mediating tool has been
documented as one of the affordances of asynchronous communication. In a case study, one
participant reported that texting was beneficial “as it gives us time to think- formulate what we
really want to say properly” (Nishio et al., 2020). While this refers to written conversation, it
highlights the benefits of delayed communication. Others research has similarly reported some of
the advantages including the usage of written sources, stating that learners can script their oral
discussions, review their errors, and record several times (Bakar et al., 2013; Hirotani & Lyddon,
2013; Pino James, 2013).

Likewise, audiovisual materials, both course resources and outside resources, assisted
students in their oral language production. Participants used the videos and audio within the
course as well as YouTube videos to help with not only vocabulary and sentence structure, but
also pronunciation. Niu et al (2018) also identified that language learners use not only their
books, but also audiovisual sources to facilitate their oral language skills. Learners watched
television shows as well as used blogs to practice pronunciation.

As this is currently the era in which one can easily find the translation for a word, it is not
surprising that learners also turned to translation sites to aid them with their oral language
production. In fact, research has shown that language learners frequently use machine
translation, primarily for word translation (Ata & Debreli, 2021; Ducar & Schocket, 2018; Lopez

Gonzélez & Pinzon Alarcon, 2023; Urlaub & Dessein, 2022). Learners reported using translation
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to help them to express themselves by looking for vocabulary that had not been taught in their
lessons.
Theme 3: Community is supportive, fosters confidence, and extends beyond the classroom.

Community in this study encompassed students in the classroom, the professor, and
people outside of the college community. When participants discussed other students, they did
not mention that their classmates directly gave them encouragement, rather they found that
through listening to their classmates’ recordings, their self-confidence was boosted. Because the
recordings of the native speakers were challenging, listening to them would often make them feel
discouraged, yet listening to the recordings made by their classmates made them feel
encouraged. Participants also acknowledged that the professor was encouraging, and the
recordings exemplify multiple instances of the professor praising students. Thus, the participants
perceived that the professor overtly supported them with encouragement and praise while the
other students indirectly positively influenced their feelings about completing a task and learning
to communicate orally. In a case study of two English language learners, one reported that when
talking to other students, they encouraged her while the other reported that seeing what other
students were achieving put pressure on her (Kessler, 2020). While this study did not report that
learners felt pressured by what others were doing, what the other students were doing did
influence the learners’ perceptions. Hence, it can be seen that community as a mediator can
overtly, through positive verbal reinforcement, foster encouragement. Simultaneously, within the
interactions of the community, learners may infer other indirect messages, in which one’s ability
to measure up to others can positively or negatively reinforce one’s confidence.

In this study of oral target language usage, the professor’s role in the community

mediated students’ learning not only through praise, but also a variety of other means. The
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recordings showed that in addition to positive feedback, the professor also corrected learners’
errors, explained concepts, and expanded on concepts. Blake (2017), in an article about L2 oral
communication skills and technology, posited that teachers need to step back from being the
expert who orchestrates all learning, and with the addition of asynchronous tools like
VoiceThread, learners have the opportunity to interact with their community and gain feedback
from both peers and the instructor. While there were no examples of learners gaining corrective
feedback with the incorporation of VoiceThread, this study showed that, in line with Blake
(2017), the teacher was not orchestrating all the learning, rather the learners interacted with peers
from their class and the instructor’s role in the asynchronous discussion was primarily to give
instructions and feedback.

In addition to classmates and the professor providing support and fostering confidence,
some participants also referred to their extended community. This community consisted of those
who were not enrolled in the course with them. This ability to use their language learning outside
the classroom also gave students not only additional practice, but also a bolster to their
confidence as one student reported her family and the waitress at a restaurant being “impressed”
with her attempt to order in Spanish. Likewise, Niu et al. (2018) reported that family and society,
including extracurricular activities were social mediators which boosted learners’ confidence.
Theme 4: Technology and norms can hinder oral communication.

In this study, the data unveiled that the technological platform and the norms can
sometimes impair or hinder oral communication. The participants experienced technological
difficulties that resulted in visuals not aligning with the oral language being produced,
conversations were the turn taking was spaced with other conversations interspersed between

speaker one and two, and questions that were off topic. Thus, the lack of knowledge of how to
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upload images and record one’s audio, how to thread responses, and accidentally clicking on a
link for the prior chapter contributed to some of the oral communication challenges. While
literature has not elaborated on these specific errors, there are ample studies (Hajimaghsoodi &
Maftoon, 2020; Hampel & Hauck, 2004; Hung, 2011; Ithindi, 2013; Marwan & Sweeney, 2019;
Miles, 2021; Pullenayegem et al., 2020; Tocaimaza-Hatch, 2015; Wang & Chen, 2007) which
have elaborated on the challenges encountered with using technology. Specifically, it has been
mentioned that lack of technological competence has been one of the challenges to using
technology as a tool for learning (Hajimaghsoodi & Maftoon, 2020; Hampel & Hauck, 2004;
Ithindi, 2013; Pullenayegem et al., 2020).

Likewise, the rules of assignments and activities can also limit the oral production of
learners. The participants in this study were directed to leave an initial recording and then post
two comments for each oral discussion. Because of the nature of the instructions, the comments
could be directed to any student, which resulted in some students being asked multiple questions,
while others were not asked any questions. With only two comments required, the typical
response pattern was to ask two students questions or make comparative statements, but never to
further the conversation. Within the oral discussions there were only two instances where two
turns were incurred by the same student within a discussion. Participants generally participated
within the confines of these directions and did not post more than the three mandatory responses.
Communicative language teaching often includes tasks or task-based learning. The design of
tasks includes real-world usage of the language, and they are expected to focus on a
communicative, nonlinguistic outcome. One of the distinguishing features of a task is that there
is a gap in information in which learners must use their own resources to reach a nonlinguistic

outcome (Ellis, 2003, 2008, 2013). As the oral discussions required students to ask and respond
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to each other, there was a gap in information; however, the design of the activities required no
follow-up or non-linguistic outcome. Thus, the rules of the activity may have led learners to
engage less than if they were required to do something with the information they gained in the
discussion.

Ithindi (2013) also found that rules can constrain engagement, acknowledging that
“loose” rules may contradict an activity system as students may not be motivated to engage.
Thus, activity design, including strict limitations, lack of follow-up, or loosely defined criteria
have all been shown to hinder participation in an assignment or activity.

Hence, as the literature and the findings of this study have shown, there are a variety of
mediating factors, which facilitate learning to speak another language in an asynchronous
environment. Each mediator has its own affordances, such as clarifying concepts, filling in gaps
in lexicon, providing support or bolstering confidence, yet there are also constraints. The choice
of tools or the rules and conventions can restrain the learning experience.

Second Research Subquestion Discussion

The second sub-question to examine the main research question was: What are the ways
that students demonstrate interpersonal and presentational oral communication in an
asynchronous online beginning Spanish course at a community college? To answer this question
three additional themes arose from the data: (a) interpersonal communication is personalized and
inclusive, (b) presentation communication is enhanced by visuals and organization, and (c) oral

communication is consistent with novice learners.
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Theme 5: Interpersonal communication is personalized and uses language to include the
interlocutor.

Several studies (Bakar et al., 2013; Hung, 2011; L. Lee, 2014; Sun & Yang, 2015; Yeh et
al., 2019) have shown that peer-to-peer interaction is beneficial to language learners. Language
learners in this study engaged in peer-to-peer voice discussions. Although this study did not
specifically look at how beneficial it is for learners to engage in peer-to-peer interaction, the
interactions with classmates showed that learners use elements of interpersonal communication
in their interactions, such as the usage of greetings and discussing personal background and
interests as well as comparative language. Thus, it can be inferred that learners engaging in peer-
to-peer discussions are building their interpersonal communication skills through their attempts
to include the other speaker within their utterance.

While oral language usage has been shown to build overall literacy through strategies like
questioning, making connections, predicting and inferring (Arnott, 2014; Wright, 2016), all these
skills were not evident from the data obtained from the participants in this study. However, like
the study conducted by Abuseileek and Qatawneh (2013), this study showed that question
making skills were being developed. Although Abuseileek and Qatawneh (2013) studied
intermediate questions and demonstrated more complex output through the usage of questions
with different purposes, this study showed learners creating a variety of information gathering
beginning questions. Learners asked yes/no and either/or questions, such as “; Tienes hermanos o
hermanas?” [Do you have brothers or sisters?] or “; Te gusta tomar vacaciones?” [Do you like to
take vacations?]. There is also evidence of simple open-ended questions in the findings. Students

used cual, cuantas, qué, donde, and de donde [which/what, how many/how much, what, where,
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and where from] to ask about names, number of family members, types of activities/music,
location, and origin.

The lack of a variety of question types as well as the lack of evidence of skills like
making connections, predicting and inferring must be considered in the context of the level of
language learning as well as the course delivery mode. Students at the beginning level are at a
language level where they are attempting to deliver and receive basic information; thus, higher
order skills such as inferencing or making rhetorical questions may not be evident in their oral
assignments due to the limited language repertoire that they have developed. Additionally, some
of the functions of questioning seen in a traditional face-to-face class may be masked by the
asynchronous environment. In a traditional classroom, where learners are attempting to negotiate
language in real-time, students may pose clarifying questions or give recasts of what they
understand which can show the connections they are making, yet in an asynchronous
environment, learners may turn to other sources to clarify. Learners in this study relied on a
variety of written, audio, linguistic, and technological artifacts to help them complete their
assignments and stated that they used these sources as their tools for assistance and clarification.
Furthermore, in real-time where learners may recast parts of a discussion to relay what they have
understood, whereas in an asynchronous classroom, the learner may play the audio several times
and make connections before turning on the recording; hence, making connections may be
happening without it being evidenced in the course. Despite the limited evidence of a variety of
literacy building strategies, this study does show that in their discussion assignments learners are
building their linguistic repertoire. This linguistic repertoire, which relates to learners and their
immediate context, shows the development of real-world communication skills as it allows them

to communicate their basic biographical details, interests, plans, and needs. Thus, through
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interpersonal communication assignments, making and responding to questions shows the two-
way nature of the communication and also enhances information gathering and responding skills.
Theme 6: Presentational communication is enhanced by visuals and organization.

Asynchronous communication lends itself to being a more planned mode of
communication due to the time lag. This lag gives learners the time to prepare their oral message,
which has resulted in more varied lexical usage, more complex syntax, and more detailed
descriptions (Crookes, 1989). Additionally, research has mentioned another affordance of using
ACMC technology for oral communication is the ability to script, rehearse, re-record, and replay
audio or video before submitting the recording (Chen & Zhan, 2020; Dahlberg & Bagga-Gupta,
2016; Davin & Troyan, 2005; Dugartsyrenova & Sardegna, 2017; Fukushima, 2002; Pino James,
2013; White, 2017). This study did not seek to understand the differences between spontaneous
and planned speech nor explicitly examine the role of scripting and rerecording; however, the
findings from this study coincide with previous findings about the type of presentational
language that learners produce in asynchronous presentations. Learners’ descriptions in their
presentations tended to follow an organizational pattern whereby a general statement would be
given and followed by more detailed descriptive statements. While only one participant indicated
in an interview that she used scripting before speaking, other participants clearly also organized
their ideas ahead of time as descriptions tended to give several details and communicate several
related ideas.

Research on the usage of tools which permit audio and visual components have examined
their usage for language learning (Alameen, 2011; Davies, 2015; L. Lee, 2014). One of the noted
affordances of using multimedia-based oral communication has been noted as the ability to

accompany oral communication with other media in ways not afforded in a traditional classroom
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(Lin, 2015). This study showed that using CMC to deliver presentations allowed students to
deliver their message both through oral communication and the use of visual. Participants
presentations selected images to correspond with their narrative. Pictures of families were
accompanied by descriptions of the family, their relationships, physical and personality
characteristics, and common activities. For the prompt about activities, participants used visuals
that corresponded to the activity they enjoyed.

Theme 7: Interpersonal and presentational oral communication shows characteristics of
ACTFL novice level.

In the NCSSFL-ACTFL Can-Do Statements the proficiency benchmark for interpersonal
skills states “I can communicate in spontaneous spoken, written, or signed conversations on both
very familiar and everyday topics, using a variety of practiced or memorized words, phrases,
simple sentences, and questions” (ACTFL, 2017, p. 1). Performance descriptors for novice
interpersonal communication describe that a learner “expresses self in conversations on very
familiar topics using a variety of words, phrases, simple sentences and questions that have been
highly practiced and memorized,” which encompasses the exchange of information, addressing
needs, and expressing preferences (ACTFL, 2012a). Examples of what Can-Do statements could
be included within this benchmark at novice-low are the usage of greetings and introductions,
discussing weekend activities or members of one’s family and agree with someone about basic
preferences, whereas exchanging preferences or asking who, what, where, and when about an
event are examples of novice-mid. In this study, learners demonstrated these interpersonal
communication features within their peer-to-peer conversations. In alignment with interpersonal
communication descriptors, participants greeted each other, shared descriptions about their

families, asked for further details about what their interlocutor stated, discussed preferences for
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weather and activities related to weather, used tambien /also/ to comment on shared traits and
interests, and pero /but] to show interests or traits that contrasted their interlocutor. Thus, it is
evident that during oral interpersonal communications, learners were indeed acknowledging the
two-way communication channel and using characteristics of interpersonal communication.

In the NCSSFL-ACTFL Can-Do Statements, the proficiency benchmark for
presentational communication states, “I can present information on both very familiar and
everyday topics using a variety of practiced or memorized words, phrases, and simple sentences
through spoken, written, or signed language” (ACTFL, 2017, p. 1). The performance descriptors
for this proficiency benchmark target how learners provide information, descriptions, and
explanations, express preferences and opinions as well how they narrate their life experiences. In
this study, in Week 11, participants created presentations about a family that showed pictures of
the members and they described the relationships, ages, characteristics, and activities of each
member, this coincides with the example Can-Do statement for novice-mid presentational, “I can
name my family members, their ages, their relationships to me, and what they like to do”
(ACTFL, 2017, p. 12). Similar to Week 11, in Week 15 participants created audiovisual
presentations. These presentations were created to show learners activity preferences in their free
time, which closely aligns with the novice-mid presentational Can-Do statement “I can state my
favorite free-time activities and those I don’t like” (ACTFL, 2017, p. 1)

Characteristics of novice learners in both interpersonal and presentational modes of
communication include formulaic utterances and high frequency or practiced vocabulary. In
addition, learners may be comprehensible to a sympathetic audience, repeat words, incorporate
L1, ask for clarification in conversation, and rely on notes, practice, and visuals when presenting

(ACTFL, 2012a). Quantitative studies have demonstrated learners proficiency and performance
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through comparative studies using Versant testing as well as custom developed tests and rubrics
(Aldrich & Moneypenny, 2019; R. Blake et al., 2008; S. Kim, 2014; Moneypenny & Aldrich,
2016, 2018; Tecedor & Campos-Dintrans, 2019; Yeh et al., 2019). Qualitative studies
(Abuseileek & Qatawneh, 2013; L. Lee, 2014; Tseng & Huh, 2016) have also sought to reveal
characteristics of proficiency and performance that learners produce in blended and online
courses; however, they have focused on intermediate and advanced learners, while this study
focused on novice learners. This study did not seek to assess proficiency, but rather to describe
the types of language that beginning learners produce in a completely asynchronous course.
Through the analysis the language samples of language from the assignments show that many
characteristics which align with the novice performance descriptors and Can-Do statements are
evident. There was evidence of repeated use of vocabulary and sentence structure, which
corresponds to novices’ usage of formulaic structure and high frequency or practiced words.
Evident in their utterances was also areas in which the message could be misinterpreted, which
aligns with the fact that novices may be comprehensible by sympathetic listeners and
clarification may be required.
Limitations

Although this study was designed with quality, reliability, and trustworthiness in mind,
limitations were anticipated due to the nature of the study. Because the researcher was seeking a
thick, contextualized description, this study adopted a qualitative case study approach rather than
statistical analysis. In alignment with this research methodology, the following are limitations to
this study.

First, the findings of this study were based on a small sample population (11 students’

recordings and five participants’ interviews). Not only was the sample size small, but the

141



findings were contextualized to the environment. The sample population studied at a community
college, which means that students usually lived at home with family and had a variety of other
obligations, such as jobs or family members to care for. Thus, the sample may not be reflective
of a typical 4-year college or university student. Furthermore, this study sought to understand the
perspectives of the students enrolled in an asynchronous online beginning Spanish course. As
students bring their own differing knowledge and experiences into their learning experiences, it
was expected that the views expressed by participants could differ from learners with other
experiences and knowledge. The participants in this study were beginning learners and may
share varying perspectives from intermediate or advanced learners. Furthermore, being located in
the northeast of the US, the community college is located in an area near several Spanish
speaking communities; thus, exposure to Spanish speakers could provide a different learning
experience than studying a language that does not have as much opportunity for exposure.
Hence, the population and context of this study are not generalizable or transferable to other
populations, target languages, or demographic locations.

The researcher also acknowledges that positionality reflects one’s personal subjective
views, which inform the way data is viewed, analyzed, and shared. The researcher has taught
online asynchronous beginning language courses, created the course templates used by other
instructors and supports online asynchronous language opportunities. Thus, this bias was
inherent to the research process in this study.

Finally, the ACTFL proficiency guidelines for interpersonal communication are reflective
of what a learner can do spontaneously. Although there are numerous examples of interpersonal
language, this study utilized data from a completely asynchronous course, which means that

none of the assignments had to be completed in real time. This lag time due to the mode of the

142



course does not depict what learners can do spontaneously and should not be interpreted as
indicative of spontaneous speech.
Recommendations for Research

As this study sought to gain insight about novice learners’ oral production in an
asynchronous beginning language course to address a gap in the literature, it, thus, remains
important to further continue investigations of this area. This study aimed to uncover the
mediating factors and the type of language learners produce. The findings of this study still
implicate the need for further investigation into mediation and the type of target language
production in the following ways.

First, there was an abundance of artifacts used to mediate students learning. While
participants indicated several different types of tools and signs, the in-depth role of
technologically-produced language was not explored. While participants used a variety of text
and audiovisual to help them, one participant also mentioned using Google translate to look up
words. However, in the age where translators and artificial intelligence can readily generate
entire passages in text in any language, the role of these tools merits further exploration.
Understanding to what extent these tools foster or constrain learning and how they could be
implemented could be valuable insight for asynchronous language learning course design.

Second, in this study the layout of the course imposed guidelines about the number of
contributions to be made to an interpersonal oral discussion. The responses to the interpersonal
oral discussion showed a limited number of turns. Learners tended to post their response and two
comments but did not continue beyond the requirement. This led to students asking questions,
which were never answered. While research has examined discussion interaction patterns

(Blackmon, 2012; Delahunty et al., 2014; Pawan et al., 2003), these have been based on written
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text and do not focus on beginning language learners. Thus, future research into interactional
patterns of asynchronous oral discussions among novice language learners can help to better
understand how to facilitate oral interpersonal discussion, especially among novice learners.

While this study used a complete asynchronous course and oral language production
samples are consistent with novice levels, this study did not provide any insight on spontaneous
language production. Because there is still resistance to asynchronous language learning as a
valid mode of delivery, future research could study the language that learners produce in
synchronous or semisynchronous/timed assignments at the end of the semester or could
incorporate a chat session in which based it could be observed whether students were using
scripted or spontaneous language. This could inform educators of the potential of asynchronous
learners to produce spontaneous oral language.

This study did not explicitly study of pronunciation acquisition; however, because
learners in this study remarked that they listened and relistened to audio clips, especially from
the book and MindTap assignments, it would be beneficial to understand the role of this
relistening in the acquisition of pronunciation. Future research could investigate the role of
listening multiple times to audio clips of language spoken by native speakers to explore the
acquisition of sounds.

Finally, this study embarked on studying what learners can do in terms of oral language
production. Thus, this study did not investigate the types of errors made by students. There were
noted miscommunications, but this was only included in the findings to highlight that, like
novice level speakers, production was not perfect and errors in communication did occur. Future
research investigating the specific types of errors demonstrated in online courses could shed light

on areas that need more support or consideration in asynchronous course design.
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Recommendations for Practice

While this study sought to describe how beginning learners use oral target language in an
asynchronous online language course, there are practical insights garnered from this research as
well. The pedagogical implications derived from this research are twofold. First, conscientious
decisions for course design and implementation must be considered, and second, an online
asynchronous format can be a viable platform for language learning.

Course Design

For program administrators, course designers, and classroom educators, this research
highlights some of the affordances for language learning that come from learning
asynchronously. In the asynchronous format, learners have the ability to progress through
learning the content at an individual pace. Rather than being limited to the format of content
selected by a teacher and following the pace of the class in real time, learners can re-read, re-
listen, and use additional resources to meet their learning needs and supplement the learning of
challenging concepts. Accounting for different learning styles and allowing for individual pacing
is not easily accomplished in a face-to-face class where learners must progress at relatively the
same speed. However, to successfully use this differentiation and pacing to their advantage,
conscientious choices for course design and implementation must be considered.

For mediation, this study unveiled the wealth of resources that users employed to aid
their oral language production. Formatting each of the lessons in a familiar pattern can help
students to navigate the resources more smoothly and decrease the cognitive load (Mayer, 2009).
The types of resources built into the course and how they are presented needs to account for
providing learners with comprehensible input and ensure that the learning process is scaffolded

in alignment with learners’ ZPD in order to move learners’ language production from supported
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practice to independent production. Using Processing Instruction and Structured Input
(VanPatten, 2008) can bring attention and aid the acquisition process through purposely
designing a sequence, which goes from input to focused practice to output. At the novice level,
the first items in each lesson should incorporate input that is comprehensible; this can be
achieved through presentations of vocabulary and grammar that are accompanied by visuals,
some target language written text, target language speech that is slow and very clearly
enunciated. These presentations may also need to be supplemented with first language
explanations for more complex points. Subsequently, learners should see and hear a variety of
examples with increasing complexity. The presentation should be limited to one concept at a time
with ample practice accompanying each concept. The practice should build in complexity from
recognition and comprehension (true/false, matching, and multiple choice) to production or
output (fill in the blank and short answer). With each practice, learners should be given feedback
that is tailored to their individual needs so they can learn from the practice activities. These
activities could be automatized to give feedback and speaking practice using tools such as
chatbots or generative Al prompts. Because discussions allow students to produce language in
ways that are meaningful to them, discussions should be incorporated after the students have had
ample exposure to carefully scaffolded activities and feedback to help them move from
supported production to independent production.

Because learners learn through different modes and because they mentioned having used
an abundance of both course resources and outside resources, it is recommended that
asynchronous online language courses be developed with consideration given to a variety of
different types of sources. Incorporating a variety of different learning materials supports

different learning styles. While too many sources could be overwhelming, the inclusion of audio,
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multimodal, text, technological, and linguistic resources should be varied to accommodate the
variety of learning styles. One means of reducing the overload would be to not fill the page with
resources, but to rather incorporate a list or folder with optional supplementary sources for
additional support.

While there is concern about technologies, such as translators and artificial intelligence
being used to do the assignments rather than help students learn, participants indicated that
translators in this study were used like a dictionary rather than writing the whole assignment for
them. In this study, it cannot be proven that any learner abused these technological tools. Rather,
based on participants’ responses, they can be used as an aid for learning; therefore, since these
technological tools do exist, it is advisable that instructors and course designers ponder how to
address the usage of these tools and include guidance on their usage within their course.

Within a traditional course, learners often find that their community of classmates and
instructor often provide clarification, and they negotiate meaning with this community. In an
asynchronous environment, students are logging in on all different schedules, which makes
negotiation and clarification a delayed process if you try to achieve this through in course
communications. Also, it is important to consider that norms of a course can put constraints on
learners’ time to effectively negotiate in an asynchronous format. Thus, in asynchronous courses,
it is important to implement guidelines, policies, and deadlines that allow enough time to foster
negotiation and ask for clarification if warranted, such as asking students to post sporadically
throughout the week, rather than posting all recordings on the due date. Furthermore, because the
policies can limit the type and number of interactions, it is recommended that guidelines and
assessment of oral discussions provide further guidance than respond to the prompt and comment

twice. If the goal is to build interpersonal language, it would be beneficial to address the
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language goals that learners are targeting, such as explaining that the goal is to show the ability
to sustain a basic conversation without dictating a specific number of interactions. Additionally,
if permitted and easily facilitated within the LMS or other adopted programs, separating the class
into pairs and having each pair participate in a separate threaded discussion may increase the
depth of the conversation. Taking the three posts from this study’s guidelines, if they were to post
three times, they would not be responding to various members of the class but rather would be
posting three times with the same person, which would sustain a single conversation for longer.
Language Learning

One of the findings of this study was the evidence of novice level language that learners
produce. As one of the main critiques for online asynchronous language learning is the
effectiveness of this mode of delivery, looking at the language excerpts shows that learners in
this study were processing the information and producing target language in line with the level of
studies. This study relied on transcriptions and saw that learners attempted to use interpersonal
and presentational language to discuss their personal backgrounds and interests and relied on
patterns of language that they had been exposed to.

Translators and generative Al tend to produce language structures that is above the
students’ level, yet they do not make gender agreement errors or incorrectly mix mucho [a
lot/much] and muy [very]. The following transcription of Leo’s recording shows sentences that
there are short and simple and uses patterns of language exemplified throughout the lesson, yet
there are learner errors. Pequerio [small] is the masculine form of small, but to agree with
familia [family], a feminine word, #-shewld-be the form pequeria [small] should be used. In
addition, Leo used mucho simpatico [a lot nice], which should have been muy simpatico [very

nice]. Looking at the course materials, mucho was frequently used with verbs; hence, it would
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have been a word that Leo was frequently exposed to as an amplifier.
Mi familia es pequefio. Nosotros somos dos personas. Mi esposa se llama Daisy. Mi
esposa es de Pennsylvania. Nosotros tenemos un perro. Nuestro perro se llama Lily.
Tiene un afio. Mi esposa tiene tres hermanas y un hermano. Yo tengo solo uno hermano.
Su nombre es Kory. El es mucho simpatico. ¢ Cuantos personas hay en tu familia? [My
family is small. We are two people. My wife’s is named Daisy. My wife is from
Pennsylvania. We have a dog. Our dog is named Lily. He/she is one year. My wife has
three sisters and one brother. | have only one brother. His name is Kory. He is a lot nice.
How many people are there in your family?]

Subsequently, the transcription of Leo’s presentation differed from his discussion in content.

This time he correctly used pequefia [small] to describe familia [family], but inaccurately used

the masculine un [a] instead of the feminine una [a]. He continued to incorrectly use mucho [a

lot/much] to amplify the adjectives bonita [beautiful] and simpaticos [nice].
Yo tengo un pequefia familia. Yo tengo una mucho bonita esposa. Ella es inteligente y
extrovertida. Nosotros vivimos en estados unidos. Mis padres viven en Europa. Ellos son
mucho simpaticos. Mi padre nombre es Zach y mi madre nombre es Sara. Mi padre es de
Europa, pero mi madre es de estados unidos. [I have a small family. I have a lot beautiful
wife. She is intelligent and extroverted. We live in the United States. My parents live in
Europe. They are a lot nice. My father’s name is Zach and my mother’s name is Sara. My
father is from Europe, but my mother is from the United States.]
These errors are learner errors and not errors generated by the use of translators or

generative Al, which suggests that language departments contemplating asynchronous modes of

delivery should indeed see that learning in this mode is a possibility and begin the process of
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implementing this type of language course, especially given the flexibility that it offers to

nontraditional students who may not otherwise be able to learn a language.
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Appendix A

Informed Consent
INDIANA UNIVERSITY
INFORMED CONSENT STATEMENT FOR RESEARCH
Indiana University IRB protocol #12925

You are being invited to participate in a research study examining the online (asynchronous)
foreign language oral communication. Researchers do research to answer important questions
which might help change or improve the way we do things in the future. This consent form will
give you information about the study to help you decide whether you want to participate. Please
read this form, and ask any questions you have, before agreeing to be in the study.

PURPOSE OF THE STUDY
The purpose of this study is to examine how students use the language they are studying in an
online (asynchronous) beginning language classes.

VOLUNTARY NATURE STUDY

Participation in this study is voluntary. You can choose not to participate at any time. Leaving the
study will not result in any penalty or loss of benefits to which you are entitled. Your decision to
participate or not in this study will not affect your current or future Rowan College at Burlington
County relationships.

PARTICIPANTS

You were selected as a possible participant because you took an online Spanish class in the 2021-
2022 school year. If you agree to participate, you will be one of four students taking part in this
study.

PROCEDURES FOR THE STUDY

If you agree to participate in this study, you will participate in the following:

* Participate in a 45 minute audio recorded interview at your convenience.

* Allow the researcher to observe your participation and assignments in your archived online
class.

RISKS OF PARTICIPATING IN THE STUDY:
While taking part in the study, the risks are minimal. When participating in the interviews, you
can tell the researcher that you are uncomfortable or do not care to answer a particular question.

BENEFITS OF PARTICIPATING IN THE STUDY:
You will not directly benefit from this research; however, I hope to learn things that will help
online language education in the future.

CONFIDENTIALITY

Efforts will be made to keep your personal information confidential. I will use pseudonyms
throughout, and all reports and transcripts will be held in confidence. I will be the only individual
who has access to the recordings, transcripts, and other data. The recordings will be stored on a
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password protected device, and audio recordings will be transcribed. The transcripts will be
saved under a pseudonym on a password protected G drive. After they have been transcribed, the
recordings will be deleted from the device. At the conclusion of the study, all transcripts and
other data will be deleted.

PAYMENT
You will not be paid for participating in this study.

COST
There is no cost to you for participating in this study.

CONTACT FOR QUESTIONS OR PROBLEMS
If you have any questions about the study, contact me, Michelle Harkins, at mnharkin@jiu.edu.

For questions about your rights as a research participant, to discuss problems, complaints, or
concerns about a research study, or to obtain information or to offer input, please contact
* [U Human Subjects Office at 800-696-2949 or at irb@iu.edu
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Appendix B
Demographic Survey Questions

1. What gender do you identify as?

a. Male

b. Female

c. Prefer not to answer
d. Other:

2. What is your age?
a. 18-24 years old
b. 25+ years old
c. Prefer not to answer

3. What are your ethnicities? (Please check all applicable)
a. Caucasian
b. African-American

Latino or Hispanic

Asian

Native American

Native Hawiian or Pacific Islander

Prefer not to answer

Other:

S th 0 Ao

4. What was your enrollment status in the Spring 2022 semester?
a. Full-time (taking 12+ credits)
b. Part-time (taking 1-11 credits)
c. Prefer not to answer

5. Which year of studies are you in at the college?
a. Freshman — I have completed less than 30 credits.

b. Sophomore — I have 30-60 credits completed.
c. Junior — I have more than 60 credits completed.
d. Ido not know what year I am in.

e. Prefer not to answer

6. What is your major?
7. Do you speak any other languages fluently? If so, which ones?
8. Prior to taking Spanish online, did you know some Spanish?

a. No

b. Yes

9. Where did you learn Spanish (at home, in school, traveling, in another country, etc.)?
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10. How long have you been learning Spanish?

171



Appendix C

Interview Protocol: “L2 Asynchronous Oral Communication”

Introduction and Background Questions

a)

b)
c)

Can you tell me about your Spanish experience prior to your fall RCBC class?
(Have you had lessons before, had Spanish-speaking friends, family, or
coworkers that used Spanish with you, or any other experience?)

Can you describe your prior experiences learning any other language? (When,
where, what and how did you learn another language?)

Can you describe your experience with online learning? (How many
courses/semesters have you taken online? What was the format?)

Domain topics
1. Mediation
Lead off question

a)
b)

c)
d)

e)
f)

What kind of speaking activities did you engage in and what tools did you use to
complete the activities?

What tools (apps, websites, videos, or other resources) did you use to help you with
the speaking portion of your tasks? Why did you select those tools?

When you didn’t understand a word or a phrase in Spanish, how did you approach it?
Can you explain how you worked or didn’t work with your classmates or instructors
during your tasks?

Were there people who were not part of the class that helped you? Who were they?
Why did you turn to them?

Can you explain how the guidelines or examples helped or hindered your completion
of the assignment?

[Covert categories: artifacts, community, norms]

Follow-up questions:

a)
b)

c)

What course components did you rely on? Were there course components that you
felt were less helpful? If so, which ones?

Did you use your knowledge of other languages to help you decode meaning? Did
you look up words? Where did you look them up? Why?

Was it possible to complete your assignments if the other students didn’t do the
assignment, or did the assignment incorrectly? Please explain.

2. Language
Lead off questions:

a)
b)

c)

d)
€)

What topics did you discuss in your oral assignments?

How did you approach pronunciation?

Did your speaking tasks become more challenging as the semester progressed? Please
explain why or why not.

What were the challenges trying to communicate orally?

Do you feel like your oral communication improved? How and why or why not?
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[Covert categories: types of language produced at the beginning level, if/how language is
cumulative, speaking challenges]

Follow-up questions:

a) How did you improve or build on previous concepts?

b) Were you given any kind of guidelines about the language proficiency level of
beginning language learners? If yes, were the guidelines helpful? How?

Anything else you’d like the share with me?
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Appendix D

Table of Themes, Sub-Themes, and Codes

Theme

Sub-theme/Category

Codes

Theme 1: Students use an
abundance of tools and signs
to mediate their oral
engagement.

Written text

eBook

Written notes
Study guide
Captions/subtitles
Scripting

Multimodal and Audio Tools

MindTap

Website

YouTube

PowerPoint course videos
Spanish podcasts

Technology

Duolingo
Translator

Languages

English
Native/heritage languages
Prior Spanish experiences

Theme 2: When students
need clarification or
assistance, they turn to

Course Resources

eBook
MindTap assignments
Videos

artifacts. Outside Resources Website for Spanish
YouTube
Google translator
Theme 3: Community is Support Help
supportive, fosters Encouragement
confidence, and extends Confidence Challenges
beyond the classroom. Confidence

Extended Community

Friends and Family
Strangers

Theme 4: Technology and
norms can hinder oral
communication.

Technology Mis-matching Visuals
Out of sequence
Off topic

Norms Turn taking is limited

Theme 5: Interpersonal

Background and Interests

Mi familia

communication is Te gusta
personalized and uses Me gusta
language to include the Greetings Compafieros
interlocutor. Names
Comparative language Tambien
Theme 6: Presentational Greeting and farewell Hola todos
communication is enhanced Hola clase
by visuals and organization. Gracias
Organization Introduction
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Detail

Support
Visuals Clipart
Photos
Theme 7: Interpersonal and Patterns and Memorization Vocabulary
presentational oral Sentence structure
communication shows Miscommunications Wrong word
characteristics of ACTFL Another language Word for word

novice level.
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Appendix E

Data Triangulation

Theme/SubTheme Oral Participant  Course
Assignments Interviews  Documents

Theme One: The abundance of tools and signs

Written text \/ \
Multimodal and Audio Tools \ v \
Technology \ \

Languages V \
Theme Two: Role of Artifacts

Course Resources \ \
Outside Resources v v
Theme Three: Community

Support \ \ \
Confidence v v
Extended Community \ V
Theme Four: Hindrances

Technology \ V \
Norms \ \
Theme Five: Personalization of interpersonal

Background and Interests \ v \
Greetings \ V
Comparative language \ \
Theme Six: Visuals and Organization

Greeting and farewell \ \
Organization V V
Visuals \ \
Theme Seven: Novice

Patterns and Memorization \ \
Miscommunications \ \

Another language \ V
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