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Abstract

The emergency transition to online learning due to COVID-19 has forced many sectors to respond
quickly. The readiness of educational institutes to attend to the abrupt crisis and shift to teach
remotely is practiced at different levels. Online assessment is one of them. Rapid advances in
technology and software applications are changing the practices of assessment in innumerable
ways. Teachers are encouraged to implement a diverse array of assessment methods to measure
the learning process of their students in an online environment which may not be the same as
conventional learning. Therefore, the current study aims to explore teachers’ perspectives about
online assessment during the COVID-19 pandemic in a Saudi context. This study endeavours to
shed light on this aspect of online assessment by answering the main question of challenges and
benefits faced by English teachers in an online environment. The study was qualitative in nature
deploying semi-structured interviews with English instructors to collect data about the researched
matter. The findings revealed that the most preferred online assessment tool teachers used to
implement was the multiple-choice format. Also, the analysis showed that challenges associated
with online assessment were diverse, and some of them were handled appropriately while others
remained. For the advantages, they worked in favour of teachers, students and department. This
was observed in the opportunities online assessment could provide to save time, easiness to design,
take and record and objectivity in marking. Implications and recommendations were offered for
further direction and research.

Keywords: assessment methods, COVID-19, online learning, online assessment, teachers’
perceptions, Saudi context
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Introduction

The COVID-19 pandemic has affected students’ learning at different levels because of the
full closure of schools and universities globally. In Saudi Arabia and other countries, there was a
transition to embrace online learning as a solution to prevent the spread of the disease and to ensure
the continuity and flexibility of learning. For this reason, both teachers and students implemented
various online platforms such as Blackboard, Microsoft Teams, Zoom and others while they were
staying home. Saudi Arabia’s schools and universities closed on March 9, 2020, because of the
COVID-19 pandemic and switched to online classes. Online learning is defined as “online access
to learning resources anywhere and anytime” (Holmes & Gardner, 2006, p. 14). However, there
are many educational issues that have to be reconsidered as a result of the rapid transition to online
learning including but not limited to methods of teaching and learning, language learning activities,
technical problems that students encounter, lack of social interactions, cheating among students
and assessment tools (Bakerson, Trottier, & Mansfeild, 2015; Richardson & North, 2013,
Rahmani, 2021).

All assessment procedures take place online including constructing and taking exams and
ending with recording and disseminating results and finally supporting testees with feedback. What
makes the situation worse is that the experience of online learning and assessment was new to both
teachers and students. The nature of online assessment is different and unique in some of its aspects
from face-to-face classrooms and requires the implementation of multiple assessment methods
(Shohamy & Mary, 2017). Alexander (2021), as a response, confirms that faculty members and
the staff who assist them need to be more creative and innovative i.e., making use of the emerging
technologies such as learning soft wares and learning management systems. By providing students
with novel distance learning solutions they enjoy, their role would turn to be active leading to a
better learning environment while maintaining teaching quality and assessment fairness
(Cheriguene; Kabache; Kerrache; Calafate; & Cano,2022).

At all education levels, students are put in a competitive environment and endeavour to score
high grades to pursue their studies. One of several challenges associated with online assessment is
that it is not suitable for students who have the temptation to cheat especially if it is taken online.
Unfortunately, the majority of teachers prefer the summative assessment they used to employ
during regular classes, and more specifically, they prefer to employ multiple-choice examinations.
They do not think of any other tools as a compliment. More importantly, the minister of education
in Saudi Arabia has declared on different occasions that online teaching after the pandemic will be
a strategic goal for the future of the Saudi educational system, and it will not be just a substitute in
case of emergencies. That means online assessment will go hand in hand with online learning, i.e.,
a high level of integration technology in teaching and a high level of using online assessment.
There are several studies carried out in a Saudi context examining online assessments that used
questionnaires for collecting data (e.g., Almossa & Alzahrani, 2022; Al Tameemy, Alrafaee, &
Alalwi, 2020; Al-Waid, 2022). Although this study is added to the voluminous list of COVID-
related studies, to the best of the researcher’s knowledge, no study has been conducted in a Saudi
context that deploys interviews with teachers to collect data regarding online assessment. Upon
the completion of the study, it is hoped to gain deeper insight from data collected from teachers
who would offer more detail and rich responses. Therefore, this study aims to identify teachers’
perspectives about online assessment during the COVID-19 pandemic in a Saudi context.
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The study was qualitative in nature deploying semi-structured interviews with English
instructors to collect data about the researched matter. Two rounds of interviews took place with
each of the 12 participants, i.e., a major interview and a follow-up interview, to clarify and provide
more evidence after transcribing the first interview. This study has four research questions:

1. What were the assessment methods you implemented while conducting the online

assessment?

2. What were the challenges you encountered while conducting an online assessment?

3. How did you attend to these challenges?

4. What were the benefits of conducting online assessments?

Literature Review
Online Teaching and Learning

Online learning is increasingly becoming an alternative to traditional education, offering new
learning experiences through various online courses and programmes. It is defined as “online
access to learning resources anywhere and anytime” (Holmes & Gardner, 2006, p. 14).
Anthanaryanan (2015) stressed that the “online’ is used synonymously with other phrases like ‘e-
learning’, ‘network learning”, “Internet learning” and many more, still he maintains that “online
learning is interpreted and understood from a variety of perspectives depending on delivery

mechanism, communication modalities” (p. 3).

However, providing students with opportunities to learn virtually means that some aspects of
learning are not the same as those in traditional classrooms. Vaughan et al. (2013) highlighted this
issue by saying “the pioneering innovation of virtual communication and community requires both
teachers and students to engage, interact, and contribute to learning in new ways” (p. 14). They
elaborate that learning virtually requires different types of engagements and does not necessarily
lead to deep and meaningful learning unless learners play multiple roles and take shared
responsibilities. Aspects of engagement should also include the extent to which students can
actively interact with the content of the learnt material (Catalano, 2018). According to Wright
(2014), the absence of the social presence of students creates a sort of isolation and can negatively
affect student-teacher interaction, as “the verbal and non-verbal clues that support student
instructor interaction in face-to-face situations are not present in online environment” (p. 17).

As online learning is distinct from learning onsite, Holmes and Gardner (2006) suggested a
framework of key principles or skills that e-learning includes, as it requires different types of
engagements: select, explore, test, collaborate, analyse, create, discuss, apply, understand,
synthesise, promote and search.

Online Assessment: Definitions and Features
Assessment is an integral part of the process of teaching and learning. It mainly enables both
teachers and students to determine the effectiveness of what they are doing and therefore the
progress that has been achieved. Harmer (2015) elaborated on this and stated,
Assessment can, and should, be an integral part of what teachers do. When used
appropriately, it helps the students to understand what they can and cannot do, and by doing
this helps them move forward and see clearly what they need to do next. At its most basic
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level, this assessment of learning is the kind of thing that teachers do all the time when they
give feedback on what their students say or write. (p. 408)

It is clear from the above quote that assessment is an on-going process and it is not restricted to
examination. Teachers need to observe how their students are progressing from time to time to act
accordingly.

Miller et al., (2009) raised another issue about assessment in education it is not the business
of schools alone, but the public is integrated as an active player. Some tests and exams are
monitored or constructed while or after graduation by other institutions like education and the
evaluation commission.

When referring to assessment, ‘assessment’ and ‘evaluation’ are used by many
interchangeably. A distinction should be made between the two because evaluation is a broader
term, and assessment is just one form of it. While assessment focuses on mastery level or students’
performance, evaluation takes steps further and includes other learning components like course
materials, methods of teaching, educational policies and assessment tools. Moreover, some types
of assessment may not be suitable to assess certain fields. For example, language assessment
creates another challenge for language testees because assessment practices are influenced by
theories and definitions of language proficiency. This requires multiple procedures that complete
one another since language knowledge is an intricate phenomenon (Shohamy & Mary, 2017).

While assessing students, there are two main types, i.e., formative and summative
assessments, to improve and gauge students’ learning process and see how far the courses’
objectives have been met. The former measures students’ learning to track and monitor their
academic progress and is regarded as an on-going process. It is for learning, as the main focus of
it is to identify areas that students are struggling with to act accordingly but not to measure what
has been achieved. Both teachers and students are involved in this process (Bonanno, 2015).
Providing simple immediate feedback to students in the classroom is a form of formative
assessment and an important aspect of teaching. The feedback given to students helps to identify
their readiness to learn and therefore enables teachers to adjust their own teaching practices that
cater to students’ needs (Griffith & Care, 2014). In this respect, teachers use the target language to
facilitate learning as well as a means to interact with students. For this reason, teachers should
reserve the room for questions in teaching to allow learners’ participation and language production
(Richards et al., 1994). The latter measures the product of students’ learning and is conducted at
the end of a course or semester as a midterm or final exam. Unlike formative assessment, which is
integrated into the learning—teaching process, summative assessment is separate and done apart
from teaching, i.e., teachers are not required to assess their students’ performance all the time, and
assessment is about learning (Miller et al., 2009). However, many definitions have been given to
the term ‘assessment’. Miller et al. (2009) provided a detailed definition of assessment as follows:

Assessment is more than a collection of techniques, however. It is a systematic process that
plays a significant role in effective teaching. it begins with the identification of the learning
goals, monitors the progress students make toward those goals, and end with a judgment
concerning the extent to which those goals have been attained. (p. 26)
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Miller et al., 2009, in the above quote, assure that the utmost benefit of assessment is gained if
teachers succeed in systemise the process, making sure that the objectives of the learnt materials
have been matched and researched before making the final judgments.

Chen and Bonner (2019) defined assessment as the process of gathering information and
maintain that unlike other forms of assessment, the goal of classroom assessment is to promote
learning. Also, Angelo and Cross (1993), in their definition of classroom assessment, suggested
that the primary focus of assessment is on learning rather than teaching, and to get the best
assessment, both teachers and students have to interact together to make necessary changes in the
learning process. They stated, “Classroom Assessment is an approach designed to help teachers
find out what students are learning in the classroom and how well they are learning it” (p. 4). Also,
Bakerson et al. (2015) provided another definition and mentioned what assessment includes and
its aim of it“It is used to measure knowledge, skills, dispositions, or beliefs gleaned through
instructional sequences, with an aim to improve” (p. 4).

It is evident from the above definitions that there is no single technique to gauge students’
achievement, and assessment is comprehensive in nature to reach value judgment. Assessment
goes into a cycle and not only focuses on the end product.

However, online assessment is a dominant issue in the online learning environment. Several
discussions have emerged regarding the efficiency of online assessment and its practices in
classrooms (Angelo & Cross, 1993; Azevedo & Azevedo, 2018; Becker, Becker& Becker, 2022;
Conrad & Openo, 2018; Pu & Xu, 2021).

Online assessment is thought to influence the motivation of learners by shaping their
expectations about learning and, therefore how they adjust their learning needs depending on these
expectations (Azevedo & Azevedo, 2018). Conrad and Openo (2018) doubted the ability of
traditional forms of assessment to measure distance learning. They state that all questions raised
related to traditional forms of assessment that occur in face-to-face learning are applicable with
online learning, such as why assessment is important and what aspect of learning we have to assess
through different activities, but with online learning, it would be more difficult to assess tasks
students have learnt at a distance. Becker et al., (2022) add that students’ common anxieties about
online assessment are caused by their lack of experience and the fear of getting low marks. To
overcome this they state “ if you are feeling nervous about the technical aspects of assessment,
then getting help early on is a wise move” (p.2). Griffith and Care (2014) discussed the capacity
of new technologies to assess traditional academic disciplines and 21st-century skills students need
in the workplace after graduation, such as critical thinking skills, problem-solving skills,
technology information skills and so on. According to Azevedo and Azevedo (2018), the most
common assessment method is multiple-choice questions although there are some good tools
teachers can use, such as matching, true or false and open-ended questions.

There are other methods used for assessment such as using rubrics and synchronous or
asynchronous discussions with students (Bakerson et al., 2015; Richardson & North, 2013). Still,
many problems are associated with an online assessment along with technical problems like the
difficulty to deter students from cheating or practicing plagiarism and lack of experience (Lock &
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Redmond, 2015). Some practices might mitigate the effects of such problems. For example,
teachers can use higher-order thinking skills questions or certain programmes like Turnitin to
control cheating (Bakerson et al., 2015). Other online assessment problems are associated with
students’ anxieties and increasing workload on faculty members, especially in the phases of
development and implementation as St- Onge et al., (2022) suggest and they maintain ‘The
implementation of e-assessment in HE is fraught with challenges, which might explain why HE
institutions have shied away from integrating technology to their assessment practices(p. 351).

The final point is that to ensure Online Assessment Efficiency, it should be incorporated into
the curriculum as Bakerson et al., (2015) hold:

The success of quality online learning environments depends on the usage of prompt and
well-delivered assessment; therefore, it is important to consider assessment as an integral
part of the course that when used properly has immediate effects on student learning. (p.14)

It is evident from the previous account that assessment is essential for both teachers and students
if it is properly planned and implemented. In the case of online assessment, the matter becomes
more challenging because what seems to work in face-to-face classrooms may or may not work
virtually. In the following section, researchers have tried to study different dimensions of online
assessment in different contexts.

Studies on Assessment in an Online Environment

Pu and Xu (2021) conducted a study to investigate changing assessment practices in the online
teaching environment of EFL school teachers. The study revealed that teachers tended to overdo
assessment in online teaching mode more than they used to in traditional mode, and they also
varied among assessment methods. However, they did this systematically and did not incorporate
their assessment methods into the online curriculum because they were unaware of the nature of
online teaching.

In the Saudi context, and more specifically in higher-education institutions, Almossa and
Alzahrani (2022) carried out a study to examine the assessment practices of faculty members in
Saudi universities belonging to different colleges and fields. The study looked at understanding
how assessment practices changed and affected the way of teaching during the COVID-19
pandemic. The findings showed that some assessment practices were favoured over others, such
as providing feedback, making a connection between learning objectives and learning outcomes,
implementing scoring guides and monitoring and revising assessment tools. The least favoured
assessment practices included mapping summative assessment to curriculum expectations and
considering cultural and linguistic diversity among students. Finally, formative assessment was
rarely utilised and the different preferences and needs of assessment that faculty members adopted
were based on their colleges and fields.

Al Tameemy et al., (2020) explored the difficulties and opportunities of implementing
Blackboard electronic tests to gauge students’ writing skills. The results indicated that the majority
of students had positive attitudes towards using e-assessment in testing their English proficiency
and writing skills. Students were interested in using Blackboard testing and found it easy and
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effective with no serious difficulties except for a few technical problems. In a similar study, Al-
Waid (2022) did a study to determine the competency of English instructors in the online teaching—
learning and assessment process. The findings revealed that EFL teachers were competent and
experienced enough and had different digital skills in online assessment. Also, male teachers were
more qualified and eager to implement teaching and online assessment compared to female
teachers.

Byrne et al. (2021) discovered how some novice instructors who received no prior training on
how to construct online assessments managed to implement various assessment strategies. The
results revealed that because institutional and departmental support was extremely limited,
instructors encountered real problems to switch from face-to-face assessment mode to online
assessment. As a result, instructors resorted to professional learning networks which were
beneficial such as peer communities of practice, the academic Twitter community and students’
feedback.

Singh (2021), in their study of alternative assessment strategies that EFL teachers
implemented, found that teachers deployed different alternative assessment strategies including
integrated alternative assessment, formative assessment, summative assessment, self-assessment,
peer assessment and portfolio assessment. But the most preferred assessment strategy was
summative assessment in the classroom. The study added that some teachers were reluctant to use
some of the assessment strategies because they lacked knowledge and training on how to use them.
Also, online learning put pressure on and became challenging to both students and parents. In
several studies, parents reported that although online learning has some advantages to students like
enabling them to attain self-regulated and digital socialisation skills, it can lead to social isolation,
less active role, increased screen time, disturbing routines, changing routines, changing
relationships and losing sports and extracurricular activities (Vanderhout et al., 2020; Misirli et
al., 2021). Some assessment frameworks were implemented to ensure the efficiency of the online
assessment. Jaam et al. (2021) used the assessment design decisions framework (ADDF) where
six aspects of assessment should be acknowledged. These included purposes of assessment, the
context of assessment, learner outcomes, tasks, feedback processes and interactions. It was found
that such a framework was beneficial for both teachers and students and also catered to the
interaction between educators and stakeholders to make sure that the assessment design is fully
understood and suitable for students. All the above studies are relevant to my study. However, no
single study was found in a Saudi context that deployed interviews with teachers to collect data
regarding online assessment.

Methods
Participants

Eight coordinators and co-coordinators in addition to four supervisors of four English
courses, i.e., reading, writing, grammar and communication skills, were interviewed. They were
chosen as participants because all exams were unified, and they were in charge of constructing
them. The participants willingly shared their experiences of giving online assessments such as
online quizzes, midterms and final exams to Saudi university students enrolled in an English
programme during the COVID-19 pandemic. The reason behind choosing those specific
participants was that all exams were unified, and those
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Research Instruments

This study used a qualitative research approach, specifically semi-structured interviews, to
collect data. While conducting interviews, the researcher can gain a better understanding and in-
depth information about the researched matter. The interviewees can talk freely and give elaborate
answers with reasons (Creswell & Poth, 2016).

Research Procedures

Data collection and analysis proceeded simultaneously. Data were gathered from two rounds
of interviews with each of the 12 participants, i.e., a major interview and a follow-up interview, to
clarify and provide more evidence after transcribing the first interview. All classes were delivered
to students online via Blackboard, and all faculty members were encouraged to use it to teach or
to switch to Microsoft Teams if there was a problem with Blackboard. Also, all quizzes and exams
were unified, taken online and prepared by coordinators and co-coordinators. Although learning
was remote, the coordinators, co-coordinators as well as supervisors were requested to be onsite
to tackle any learning issues or technical problems and respond to students’ inquiries. Students
contacted coordinators by e-mail or mobile. A total of 16 interviews ranging from 15 to 20 minutes
was recorded while the researcher took some notes.

For data analysis, the inductive and deductive data analysis procedure was utilised (Creswell
& Poth, 2016). In the first-round interviews, the information gathered was transcribed, read and
categorised into smaller units and given initial themes. The information was processed by working
back and forth between themes and was finally given the appropriate comprehensive themes. In
the second process of data analysis, data were examined deductively to see if the evidence provided
under each theme was convincing or if additional information was examined to support the
argument. This took place in the second round of interviews. After analysing data and themes were
coded from the first-round interviews, some pieces of talk needed more clarification, and the
researcher looked for in-depth information to gain insight into the meanings that interviewees held
about different issues. Four themes were identified and related to the research questions. Each of
these themes was defined into subthemes.

Findings
Interviews data obtained from teachers about online assessment during the COVID-19 showed
that these teachers implemented different assessment methods as presented in Table one.

Table 1. Teachers’ common online assessment methods

Common online assessment methods

Multiple-choice questions
Reflective writing
Graded homework

Also, data indicated that these teachers encountered several challenges and found ways to tackle
them as displayed in Table two.
Table 2. Teachers’ challenges to online assessment and solutions

Challenges to online assessment
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Lack of experience
Technical issues
Time commitment
Monitoring students
Students’’ cheating
Test anxiety
Self-discipline

No flexibility

Less concentration
Lack of motivation

Solutions to the problems

Making sure that the internet is working
Make-up worksheets and quizzes
Support teams

Using e-mails and smartphones

Finally, teachers gained several benefits from utilising online assessments as shown in Table
three.

Table 3. Teachers’ perspectives about the benefits of online assessment

Common online assessment methods

Audio-graded system

Save the time of students
Obijectivity of scoring

Moving from theory to practice
Implementing blended learning

The three tables provide a summary of the main findings of themes and subthemes that emerged
from the teachers’ interviews. It is apparent from the above tables that teachers used only three
assessment tools to measure their students’ performance, giving priority to multiple-choice
questions. In addition, there were more diverse challenges encountered by English instructors
compared to opportunities. Also, instructors reported that they handled problems associated with
online assessment in several ways, and that was done individually or with the help of others.
Finally, for opportunities to utilise online assessment, instructors referred to some benefits but with
less confidence, and they mentioned the reasons behind that as revealed in the exerts mentioned
below. In the discussion section, the findings are more examined with direct quotes from the
conducted interviews.

Discussion

While answering the first research question (‘What were the assessment methods you
implemented while conducting online assessment?), instructors gave only three assessment tools
to gauge students’ progress. The most common tools were multiple choices followed by reflective
writing, and the least common was graded assignment, which agrees with the findings of Almossa
and Alzahrani (2022), Azevedo and Azevedo (2018) and Singh (2021). One coordinator, in the
interview, asserted, ‘I use multiple choice questions and all my quizzes and exams go like that’;
when he was asked later for the reason, he added, ‘In regular classes, students were familiar to
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this, we do this and it is easy to mark’. In this account, it is evident that the choice of the assessment
tool is influenced by the instructor’s belief about what makes tests look good.

Another tool was reflective writing where students were asked by a writing instructor to record
what they had learnt in the previous topic and share their learning experiences in the coming class.
But the instructor who used this technique noticed his students were not motivated to take part,
and he explained, ‘Other instructors do not do this because it is not counted and it was time-
consuming, all assessment techniques should be unified’. Another supervisor provided his students
with a third assessment tool, but he stopped doing this later: ‘At first, I used to give them weekly
assignments but | quit because students were copying from each other.

However, what was unusual about online assessment is how students were assessed in a
writing course. In all writing courses, exams were provided in a multiple-choice format and mainly
focused on the technical part of writing. Writing instructors gave different reasons, such as ‘it is
demanding to ask students to write a piece of writing and correct it on screen’. Another instructor
elaborated that ‘if we want to correct all pieces of writing that means we need at least three days,
marks should be released immediately after the exam’. It is clear that all instructors afterward
limited themselves to the multiple-choice format, which falls under summative assessment
(Griffith & Care, 2014; Conrad & Openo, 2018). Instructors did not vary or recognise the value of
using multiple assessment tools (Shohamy & Mary, 2017). Moreover, it seems that they focused
on the cognitive domain of assessment not considering the other two domains, i.e., behavioural
and affective (Leong et al., 2018).

Concerning the second research question (‘What were the challenges you encountered while
conducting online assessment?’), the first challenge instructors raised was that they lacked
experience in constructing online exams and faced many technical problems. They maintained,
“We had not received any training to work remotely, we had not received any training as well to
conduct online exams’. The same situation applies to students, as an instructor stated that ‘when
chatting with my students, | discovered that the majority of them did not experience online
assessment before except few who graduated from international schools.

Another concern was the time commitment instructors had to give because they complained
that before the exam they had to respond to students’ e-mails or messages they post on Blackboard,
and during the exam, they had to monitor students and give access to latecomers or extend time if
any technical problem was present. Lack of engagement was another issue faced by many
(Vaughan et al., 2013). In a writing course, an instructor expressed his worry by saying, ‘I feel |
need to repeat myself many times, | had to meet students online individually after the mid-term to
give feedback, there is no face-to-face interaction’. He said that in face-to-face classes, he used to
give feedback in front of the class once because students often shared the same mistakes. Also, he
added that in face-to-face interaction, students were more motivated to learn from their mistakes
and learn from each other. The final issue was the impossibility to prevent students from cheating.
They mentioned that although they utilised the features offered on Blackboard while constructing
exams, students found ways to cheat.
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However, it was observed that the supervisors of each course shared almost the same concerns
and raised the same issues, but they added to their concerns the procedural part of the online
assessment. They had to report to the head of the English department before, during and after
taking the exams and keep them up-to-date in case there was any problem. They gave responses
like ‘the make-up exam should be ready in advance, if anyone missed or failed the exam’ and
‘instructors should design test earlier and allow themselves plenty of time to draft it before it is
finalised’, ‘instructors should post in the Blackboard all instructions students need and keep in
touch with each group leader’ and ‘all coordinators and co-coordinators should be present at all
times while taking exams’.

In attending to the third research question (‘How did you attend to these challenges?’),
instructors offered several solutions to pivot online assessment. For example, one instructor said
that ‘before negotiating the timing of the exam, I had to contact the IT service and make sure that
there is no maintenance in the afternoon’. Another replied, ‘I use every possible way to be in
connection with my students, sometimes I give a call to the group leader’. One useful way some
instructors reported was the assistance of a support team. Some IT experts were asked to be onsite
to offer help and work with coordinators, especially in the first semester. For the final research
question (‘What were the benefits of conducting online assessment?’), instructors reported some
opportunities although they expressed their worries about some challenging aspects of online
learning. For example, they all agreed that online assessment had some useful parts such as auto-
grading, the objectivity of marking, ease of taking attendance and the possibility of combining
online learning with face-to-face learning later. An opportunity that all instructors shared was the
capacity of online assessment to save instructors’ time and students’ time as well as the department
which was chasing to disseminate grades. An instructor stated, ‘In regular classes, some students
waste time in exams by asking questions, but in online exams, they all were focused to complete
the exam’. Another replied, ‘Because lectures were recorded, it was easier for absent students to
catch up on what they missed and to listen to the feedback’.

In another response, a supervisor raised the issue of cheating again when he referred to benefits
by saying ‘online assessment is easy to correct, but how can assess the progress of students if they
cheat, it is better to take onsite exams’. Yet for online assessment to be effective, it has to be
incorporated with online curricula (Pu & Xu, 2021) and not rely on assessment tools implemented
in face-to-face assessment (Griffith & Care, 2015).

Conclusion

This study aimed to explore teachers’ perspectives about online assessment during the
COVID-19 pandemic in a Saudi context. The results indicated that although few instructors
implemented few assessment methods, the most dominant one was the multiple-question format.
The instructors mentioned the reasons behind this, but it seems that the major reason was that all
exams were unified, and if any sort of change would take place, all instructors had to agree on that
in advance. Also, the study found that instructors reported several challenges to online assessment
including lack of experience, technical problems and the difficulty to deter cheating. For online
assessment, instructors highlighted several advantages such as its capacity to save the time of both
instructors and students, easiness to design, take and record and subjectivity. However, while they
were inclined to utilise online learning, they were also suspicious about conducting an online
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assessment. Finally, it is recommended for teachers to incorporate blended learning into the
curriculum and take advantage of the experiences they had with online teaching when things are
back to normal.
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Abstract

During the outbreak of the Covid 19 pandemic, educational systems around the world had been
disrupted, and as a result, lecturers and Bidikmisi students had to conduct teaching and learning
processes from home. This study aimed to investigate the perspectives of Bidikmisi students on
online distance learning during the lockdown at Sriwijaya State Polytechnic due to the Covid 19
pandemic. The study was carried out with the mixed method. The researchers asked 85 students
from two different intensive English courses to complete a five-point Likert scale questionnaire
on the Online Learning Environment Survey (OLES), and answer six open-ended questions
distributed using google form. The sample comprised 85 bidikmisi students from nine
departments— not only Engineers in civil, mechanical, chemical, computer, electrical and
computer information systems, but also Business Administration, Accounting, Informatics
Management, and English. The finding of this study revealed that some of bidikmisi students
positively accepted this online distance learning, but most of them negatively revealed that
bidikmisi students faced some challenges with online distance learning; they preferred face-to-
face classes. The study concluded with a recommendation that the findings of this study can assist
policymakers and lecturers in developing effective or efficient teaching strategies for overcoming
tough situations or pandemics, particularly for bidikmisi students.

Keywords: bidikmisi students, Covid-19 pandemic, distance learning, Indonesia context, online
learning, Sriwijaya State Polytechnic, students’ perceptions,
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Introduction

A significant impact of the COVID-19 pandemic can be seen on all aspects of social life,
including education. By establishing a learning policy through the Ministry of Education and
Culture, the government has minimized the spread and mitigated the impact of the virus, namely
learning from home, in all countries (United Nation, 2020). Even if teachers and students do not
interact directly at school, such a regulation allows the teaching and learning process to continue.
Without having to leave their homes, teachers and students can still provide instructional materials
and receive lessons. The effect of the policy is that the learning system undergoes a change from
face-to-face to online. The global coronavirus pandemic has had a significant impact on the
teaching-learning process in higher education institutions, as well as on teacher-student interaction.
All educational institutions are required to conduct all of their activities with students solely online.
The widespread relocation of classrooms to students' homes potentially change students'
perceptions of this kind of instruction (Coman et al., 2020). In addition, the Minister of Education
and Culture of the Republic of Indonesia has issued a circular regarding how teachers should be
able to provide learning that is relevant to pandemic circumstances, rather than simply following
curriculum guidelines.

The Ministry of Research, Technology, and Higher Education in 2010, in collaboration
with the Directorate-General for Education and Student Affairs, initiated the program of Tuition
Fee Assistance for Bidikmisi students, i.e tuition assistance for students who potentially have good
academic from economically disadvantaged families to finish their studies in college on excellent
courses to graduate on time.

Bidikmisi is a government scholarship that is specifically allocated for impoverished
students with good and future abilities. Online learning has caused many students to
complain, which they found to be unproductive and difficult to adjust to the lecturer's approaches.
Students complained not only about the limited quota if they were forced to use conferencing as a
lesson technique, but also the unstable internet connection in their house which make them
worried. Several students admitted that they were not particularly excited about the lectures.

Research Questions

The main objective of this study is to examine the perspectives of bidikmisi students have
when learning online during the covid-19 pandemic's lockdown period. This study addresses that
gap by investigating the following research questions: What are the bidikmisi students’
perspectives about computer usage, teacher support, student interaction and collaboration,
personal relevance, authentic learning, student autonomy, equity, contentment, synchronicity, the
greatest benefit of online distance learning, the greatest drawback of online distance learning,
positive and negative experiences with online distance learning, the rank of the effectiveness of
online distance learning, and the preferences of class format.

Literature Review

Bidikmisi

The bidikmisi program, run by Directorate General of Learning and Student Affairs at the Ministry
of Research, Technology and Higher Education, is aimed at improving access to higher education
for new students. Program bidikmisi is a tuition price stimulus program for selected new students
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with good aptitude but financial difficulties due to their parents’ poor financial status. The
Bidikmisi program is held every year to enhance access to higher education.

Bidikmisi is a program run by Directorate-General for Learning and Student Affairs of the
Ministry of Research, Technology and Higher Education since 2015. Prospective students who
pass the Polytechnic or University Entrance Examination and are verified as Bidikmisi recipients
for Undergraduate degree, Associate Degree (D4) programs of up to 8 semesters, and associate
degree  lastingup  to  6semesters,  receive a Bidikmisi program.  Since 2016,
the scholarship amount is Rp6.300.000,00 (six million and three hundred thousand rupiah) per
semester, divided into Rp2.400.000,00 (two million and four hundred thousand rupiah) per
semester and Rp650.000,00 (six hundred and fifty thousand rupiah) per student per month, for a
total of Rp3.900.000,00 (three million and nine hundred thousand rupiah) per semester.

The objectives of the bidikmisi program are as follows: (a) to improve the learning
motivation and learning achievement of prospective students, especially those experiencing
financial difficulties; (b) to improve access and learning opportunities in a higher education
institution for students who have no money but who have excellent academic potential; (c) to
subsidize tuition for prospective / students who meet the eligibility requirements to enroll and
complete a diploma / degree course on time; (d) to improve student performance, both in the
curriculum, co-curricular and extra-curricular; (e) to have the unintended consequence of students
and prospective students continually improving their performance and remaining competitive; (f)
to promote independent and productive graduates who are also socially engaged and (g) to enable
them to participate in the end of the poverty chain and guidelines for community development /
implementation of the mission goal (Kemenristekdikti, 2016).

The purpose of bidikmisi expansion, according to Rahayu and Suwanda (2015), was to
encourage poor communities with high academic potential to enroll in higher education, hoping to
produce human resources that can contribute to poverty reduction and community development.

Online Learning during the Covid-19 Pandemic

The Covid-19 became widely known and had a significant impact on schooling. Many countries,
including Indonesia, have passed regulations prohibiting all educational activities, compelling the
government and connected institutions to create alternative educational opportunities for students
and students who are unable to complete their education in educational institutions.

Universities were forced to carry out their activities with students completely online as a
result of the pandemic (Wu, 2020). Online learning varies from traditional or other forms of
learning in that it focuses not only on instruction but also on personalized learning. To put it
another way, traditional education is more teacher-centered, whereas online learning has led to a
shift toward a student-centered education (Oye, Salleh & lahad, 2012).

This paradigm shift may cause changes in students' perceptions of this method of
instruction, and some elements may be viewed as potential barriers in students' learning processes,
such as decreased motivation, delayed feedback or assistance because teachers are not always
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present when students need help while studying, or feelings of isolation due to the absence of peers'’
physical presence.

Online Learning Issues during the COVID-19 Pandemic

Online learning offers individuals educational environments independent from time and space
(Bilgic & Tuzun, 2015). However, technology integration is sometimes problematic for
institutions (Ertmer, 1999). Additionally, student barriers to online learning may include
misinterpretation of expectations, time management, interpersonal communication, while lecturer
barriers can involve expectations identification, providing feedback, and interpersonal relations
(Davis, Gough & Taylor, 2019). Additionally, delay in responses, skepticism of their peers'
supposed expertise, feeling of isolation, difficulties collaborating with their peers, technical
problems, issues associated with lecturer behavior and higher attrition rates are seen as barriers to
online learning (Muthuprasad et al., 2021).

Among the major factors that determine the implementation of online learning, Zhong
(2020) identifies insufficient access, the availability of the internet and students' ability to
participate in digital learning, and the lack of proper interaction with lecturers. The use of virtual
classes is not suitable for students with kinesthetic learning styles. Online learning also lacks the
socialization found in traditional classrooms.

The digital learning world allows students to communicate with their friends digitally, but
they cannot meet with them directly. Thus, the sharing of ideas, knowledge and information is
partly missing (Britt, 2006). A second finding from the current survey that is in accordance with
previous research (O'Malley & McCraw, 1999) was that online students struggle with learning as
much as they used to in face-to-face classes. Classroom activities were also more engaging than
online classes. In a recent study, Jeffrey, Milne and Suddaby (2014) found that online classes are
awkward for students.

Online Learning Environment Survey

In comparison to other tools that have been used to evaluate students' impressions of the actual
and preferred online learning environment in the institution, the OLES instrument is the most
recently produced online learning environment evaluation tool. Trinidad, Aldridge, and Fraser
(2005) created the Online Learning Environment Survey (OLES) to examine students' impressions
of online learning in mixed courses. OLES comprises nine scales; Computer Usage (CU), Teacher
Support (TS), Student Interaction and Collaboration (SIC), Personal Relevance (PR), Authentic
Learning (AL), Student Autonomy (SA), Equity (EQ), Contentment (C), and Synchronicity (S).

Table 1. Description of each scale in the OLES

Scale Description

Computer Usage The extent to which students are aware of one another and are
willing to help and encourage one another.

Lecturer Assistance The extent to which the teacher makes friends, trusts and
cares for his students.

Student Interaction & Collaboration The degree to which students pay attention in class,
participate in discussions, complete extra work, and enjoy it.
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Personal Relevance The importance of completing planned actions and remaining
focused on the topic at hand.

Authentic Learning The importance placed on inquiry skills and methods, as well
as their use in problem-solving and investigation.

Student Autonomy On learning tasks, the amount to which students cooperate
rather than compete with one another.

Equity The lecturer's ability to treat all students equally.

Synchronicity The extent to which lecturers differentiate
students based on their abilities, learning pace, and interests.

Contentment The extent to which students appreciate learning in a
particular environment.

Research Design

This research study used a mixed-method design. Quantitative data were obtained through an
online survey and the qualitative data were obtained through open interview questions. The
research paradigm necessitates the collection and analysis of quantitative and qualitative data to
gain a better understanding in answering the research questions explored in the study (Malik &
Hamied, 2016). It is in line with Creswell (2009) who states that mixed methods research is a
process of research in which the researchers integrate qualitative and quantitative methods of data
collection and analysis to best understand a research purpose.

Mixing quantitative and qualitative data in such a way that research topics are meaningfully
explained is one of the major advantages of integrating post-positivism and interpretivism in a
mixed-methods design. Fetters (2016) notes that mixed-methods designs incorporate philosophical
frameworks for understanding complex research issues. Also, it enables an in-depth understanding
of smaller cases, and provides a logical grounding and methodological flexibility (Maxwell, 2016).
Researchers can, therefore, use mixed-methods in order to answer research questions in a way that
is adequate in terms of depth and breadth (Enosh, Tzafrir, & Stolovy, 2014) and helps generalize
findings to the general public.

Research Procedures

In this study, quantitative data collection was carried out by administering open and closed
questions to 85 bidikmis students via Google Form. The first survey was Online Learning
Environment Survey (OLES) consisted of nine scales. Bidikmisi students of Sriwijaya State
Polytechnic were asked to rate items using Likert scales of frequency. The second survey dealt
with six open interview questions. The surveys were distributed through WhatsApp, both through
the personal WhatsApp and WhatsApp group of Bidikmisi students. Meanwhile, qualitative data
are analyzed through semi-structured interviews via video conferencing and mobile phone
applications.

Data Collection Instruments

In order to compile the quantitative data, the researchers used Online Learning Environment
Survey (Pearson & Trinidad, 2005), consisting of 54 statements of 9 scales covering Computer
Usage, Lecturer Assistance, Student Interaction & Collaboration, Personal Relevance, Authentic
Learning, Student Autonomy, Equity, Contentment, and Synchronicity. Bidikmisi students were
asked to indicate their ‘actual’ and ‘preferred’ experience with components of online learning. It
was constructed using Likert scales of frequency, Always, Frequently, Quite Often, Sometimes
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and Never. To find out more about bidikmisi students’ perspectives towards online distance
learning conducted by lecturers at Sriwijaya State Polytechnic during the COVID-19 pandemic,
the researchers also employed open-questionnaire comprising six questions about the greatest
benefit of online distance learning, the greatest drawback of online distance learning, the positive
experience of online distance learning, the negative experience of online distance learning, the
rank of online distance learning effectiveness, and the class format students prefer.

Participants
This research was carried out in 2021 with Bidik Misi students at the Sriwijaya State Polytechnic.
The sample consisted of 85 Bidik Misi students. All bidikmisi students in the study were in the
second semester of the nine departments — Civil Engineering, Mechanical Engineering, Chemical
Engineering, Computer Engineering, Business Administration, Accounting, Informatics
Management, Electrical Engineering, and English.

The gender breakdown of the valid surveys consisted of 51 males and 34 females. The
majority of respondents were from the 17-19 age group (Figure 1).
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Figure 1. Number and age range of students (N=85)

The students in this survey were enrolled across nine departments, with the majority from the
Accounting Department, followed by Business Administration Department. The smallest group
was from the English Department.
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Figure 2. Discipline area of students (N=85)
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Data Analysis

The data from college students’ closed-ended questionnaire was statistically computed with SPSS
version 26 for Windows to find out the percentage of each statement and then was interpreted
descriptively. The interview data were analyzed to relate the perception of college students toward
online learning. The results of the survey and interview were employed to recognize college
students' perceptions of online learning during the Covid-19 pandemic, mainly their English
teaching and learning processes.

Findings

The Online Learning Environment Survey was completed by 85 students in total (OLES). After
being collected, the data underwent a condensing step. The data set contained information about
students’ computer usage, lecturer assistance, student interaction & collaboration, personal
relevance, authentic learning, student autonomy, equity, contentment, synchronicity, and six open
interview questions about the greatest benefit of online distance learning, the greatest drawback of
online distance learning, the positive experience of online distance learning, the negative
experience of online distance learning, and six open interview questions about the greatest benefit
of online distance learning, the greatest drawback of online distance learning, the positive
experience of online distance learning, the negative experience of online distance learning, the
rank of online distance learning effectiveness, and the class format students prefer. As a result, the
data displays are depicted in the following figures.

The findings pertaining to the research questions on Bidikmisi students' perceptions of the
use of online learning platforms in the English as a Foreign Language (EFL) classroom are
presented and discussed in this part. The results in the tables are interpreted in light of the interview
results in the following discussion. The findings of the study came from 85 individuals, including
34 female and 51 male college students. The students have been using LMS for about a year. The
online learning platform of LMS is employed for the English teaching and learning process,
according to the college students.
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Figure 3. Computer usage
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As shown in figure 3, 34.12% reported quite often, 22.35% responded always, 21.18% said
sometimes, 20% felt frequently, and 2.35% informed never concerning the uses of computers to
send email assignments to their lecturers.

In examining whether students asked their lecturers some questions during the teaching and
learning process in the online learning, 38.82% reported sometimes, 24.71% said quite often,
16.47% felt frequently, 15.29% claimed always, and 4.71% informed never.

While responding to the question of whether students found out information about the course,
34.12% reported quite often, 31.76% informed sometimes, 21.18% said frequently, 9.41% claimed
always, and 3.53% revealed never.

In examining whether students read lesson notes prepared by lecturers, 34.12% said quite
often, 29.41% reported sometimes, 24.71% claimed frequently, 10.59% felt always, and
only11.18% responded never.

When asked how often they find out how their work would be evaluated, 34.12 % said
sometimes, 28.23 % said quite often, 20% said frequently, 8.23 cent said always, and 9.41 % said
never.

In order to see if students participated in online discussions with other students, 38.82% felt
sometimes, 32.94% said quite often, 14.12% reported frequently, 8.23% felt always, and 5.89%
claimed never.

29 31 31 30 30 3131
30 ) 24 - 26 26 -
18/ 18 18
20 16 16
12 15 13 13 15 14 12 14

10 10
10 8 5

9
4 6 5 6 4 3
Tl : " '
. HENEN NEEN «HESH NRNAH sRECH NNESH «HECE o
Finlde sentienidl éo tiEa poobiEteaanmseyid ot bkt dp cisaidkhg @ dolfessg mgeqie y tPeofidpatitowitictuseful feedback on my work

H Always H Frequently Quite Often Sometimes ® Never

Figure 4. Lecturer assistance

Referring to figure 4, 34.12% reported sometimes, 22,35% responded quite often, 18.82% said
frequently, 14.12% claimed never, 10.58% informed always concerning their lecturers’ taking time
to respond to the students.

In examining whether lecturers helped students identify problem areas in their study, 36.47%
reported sometimes, 21.18% claimed quite often, 21.18% reported never, 18.82% said frequently,
and 2.35% reported always to help them identify problem areas in their study.

While responding to the question of whether lecturers responded promptly to their questions,
37.65% reported sometimes, 28.23% responded quite often, 17.65% claimed frequently, 11.76%
said never, and 4.70% informed always.
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In examining whether lecturers give students valuable feedback on their assignments,
36.47% said sometimes, 25.88% reported quite often, 15.29% claimed frequently, 15.29%
informed never, and only7.06% claimed always.

While reporting about whether lecturers adequately address their questions, out
information about how their work will be assessed, 35.29% reported sometimes, 30.59% felt quite
often, 21.18% said frequently, 11.76% claimed never, and 5.88% informed always. In examining
whether lecturers encouraged students to participate, 35.28% reported sometimes, 30.58% felt
quite often, 17.65% frequently, 9.41% said never, and 7.06% responded always.

While responding to the question of whether lecturers are easy to contact, 36.47% reported
sometimes, 36.47% felt quite often easy, 16.47% claimed frequently, 5.88% felt never easy, and
4.70% informed always.

In examining whether lecturers provided students with useful feedback on students’ works,
40% reported sometimes, 25.88% felt quite often, 16.47% said never, 14.12%  informed
frequently, and 3.53% claimed always.
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Figure 5. Student interaction & collaboration

Referring to figure 5, 38.83% said sometimes, 38.83% said quite often, 12.94% said often,
5.88% said never, 3.53% felt always that during the Covid-19 pandemic they could still work
virtually with others.

When asked if they could relate their work to others, 32.94 % responded sometimes, 28.23
% said quite often, 17.65 % said frequently, 16.47 % said always, and 4.70 % said never.
While responding to the question of whether students share information with other students,
37.65% responded sometimes, 29.41% claimed quite often, 16.47% felt frequently, 12.94%
claimed never, and 3.53% reported always.

Dealing with discussing their ideas with other students, 37.65% felt sometimes, 31.76% said
quite often, 24.71% claimed frequently, 3.53% responded never, and 2.35% reported always.

When asked if they can cooperate with other students in the class, 35.29% replied
occasionally, 29.41% said sometimes, 18.82% said frequently, 10.59% said never, and 5.88%
stated always.
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When asked if they do group work as part of their activities, 30.59% said they do it quite
often, 25.88% said they do it sometimes, 18.81% said they do it frequently, 15.29% said they never
do it, and 9.41% said they always do it.
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Figure 6. Personal relevance

Referring to figure 6, 3.53% reported always, 20% said frequently, 23.53% felt quite often,
38.82% responded sometimes, and 14.12% informed never to be able to relate what they learned
to their lives outside of these classes.

Dealing with the answers of being able to pursue topics that interest them, 3.53% said
always, 14.12% felt frequently, 34.12% claimed quite often, 36.47% responded sometimes, and
11.76% reported never.

While responding to the question of whether they apply their everyday experiences in
classes, 4.70% reported always, 9.41% responded frequently, 34.12% claimed quite often, 37.65%
felt sometimes, and 14.12% informed never.

When asked how often students link classwork to their lives outside of class, 4.7 % stated
always, 17.64 % said frequently, 25.88 % said quite often, 38.82 % said sometimes, and 12.94 %
said never. When asked if students learn things about the world outside of class, 5.88 % said
always, 17.65 % said frequently, 24.70 % said quite often, 34.12 % said sometimes, and 17.65 %
said never.
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Figure 7. Authentic learning
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When asked if they study real cases related to the class activities, 7.06% reported always,
20% responded frequently, 34.11% informed quite often, 29.41% felt sometimes, and 9.41%
claimed never.

While reporting about whether students use real facts in-class activities, 7.06% informed
always, 25.88% claimed frequently, 37.65% said quite often, 24.70% responded sometimes, and
4.7% reported never.

When asked if they work on assignments that deal with real-world data, 9.41% said always,
16.47% said frequently, 30.59% said quite often, 38.82% said sometimes, and 4.70% said never.

When asked if they work with real cases, 6.47% said always, 20% said frequently, 29.41%
said quite often, 29.41% said sometimes, and 4.70% said never.

Concerning the question of whether they apply real-world experiences to the topics of
studies, 7.06% reported always, 18.82% claimed frequently, 35.29% responded quite often,
29.41% felt sometimes, and 9.41% informed never.
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Figure 8. Student autonomy

Referring to figure 8, 11.76% responded always, 25.88% said frequently, 38.82% felt quite
often, 18.82% claimed sometimes, and 4.71% reported never being able to make decisions about
their learning.

In examining whether they worked during times they found convenient, 8.24% reported
always, 20% informed frequently, 34.12% said quite often, 30.59% felt sometimes, and 7.06%
claimed never.

When asked if they felt in charge of their learnings, 10.59% said always, 24.71% said
frequently, 34.12% said quite often, 25.88% said sometimes, and 4.71% said never.
When asked if they played a significant part in their education, 4.71% replied always, 15.29%
said frequently, 36.47% said quite often, 31.76% said sometimes, and 11.76% said never.

In answering the question of whether they approached learning in their ways, 11.76%
claimed always, 20% reported frequently, 36.47% responded quite often, 25.88% felt sometimes,
and 5.88% said never.
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Figure 9. Equity

When asked if they have as much attention to their questions as to other students’ questions by their
lecturers, 4.71% said always, 21.18% said frequently, 29.41% said quite often, 32.94% said sometimes, and
11.76% said never.

When asked if they received the same amount of help from the teacher as other students, 5.88% said
always, 7.65% said frequently, 29.41% said quite often, 31.75% said sometimes, and 15.29% said never.

When asked if they were treated the same as other students in the class, 2.35% said always, 22.35%
said frequently, 23.53% said quite often, 36.47% said sometimes, and 15.29% said never

When asked if they received the same encouragement from their teacher as other students, 3.53%
said always, 16.47% said frequently, 24.71% said quite often, 42.35% said sometimes, and 12.94% said
never.

When asked if they had the same opportunity to contribute to class discussions as other students,
4.71% said always, 18.82% said frequently, 28.24% said quite often, 36.47% said sometimes, and 11.76%
said never.

When asked if their work was praised as much as that of other students, 1.18% said always, 9.41%
said frequently, 22.35% said quite often, 43.53% said sometimes, and 23.53% said nev

When asked if they had the same opportunity to answer questions as other students, 3.53% said
always, 16.47% said frequently, 29.41% said quite often, 37.65% said sometimes, and 12.94% said never.
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Figure 10. Contentment
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Referring to figure 10, 7.06% responded always, 25.88% claimed quite often, 35.29% said
sometimes, and 31.76% of students felt never concerned about their preferences toward online
learning.

In examining whether online learning was exciting, 10.59% responded frequently exciting,
22.35% felt quite often exciting, 47.06% said sometimes exciting, and 20% reported never exciting.
Dealing with the question of whether online learning was worth their time, 2.35% of students
reported that it was always worth their time, while 8.24% responded that it was frequently worth
their time, 21.18% stated quite often worth their time, 36.47% claimed sometimes worth their time,
and 31.76% felt never worth their time.

Concerning the question of whether they were content with online study, 9.41% reported
always content with online study, 18.82% responded quite often content with online study, 43.53%
claimed sometimes content with online study, and 28.23% stated never content with online study.
When asked if they would be content with their education better if more of their lessons were
online, 1.18% said always, 10.59% said frequently, 17.65% said quite often, 38.82% said
sometimes, and 31.76 percent said never.

When asked if they were content with these online courses, 10.59% said they were
frequently satisfied, 14.11% said they were quite often satisfied, 36.47% said they were sometimes
satisfied and 38, 82% said they were never satisfied.
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Figure 11. Synchronicity

When asked if they can visit the discussion forum whenever they want, 7.06% replied
always, 16.47% said frequently, 27.06% said quite often, 34.12% said sometimes, and 15.29%
said never.

When asked if they read posted remarks at times that are convenient for them, 9.41% said
always, 12.94% said frequently, 36.47% said quite often, 31.76% said sometimes, and 9.41% said
never.
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When asked if they took time to think about their messages before they posted them,
15.29% said always, 17.65% said frequently, 35.29% said quite often, 25.88% said sometimes, and
5.88% said never.

When asked if writing and publishing messages helped them think, 7.06% replied always,
17.65% said frequently, 34.12% said quite often, 30.59% said sometimes, and 10.59% said never.
When asked if having a written record of messages to refer back to was useful, 11.76% said always,
21.18% said frequently, 23.53% said quite often, 32.94% said sometimes, and 10.59% said never.

In response to the question of whether posting their messages improves their writing skills,
4.70% said always, 14.12% said frequently, 31.76% said quite often, 36.47% said sometimes, and
12.94% said never.
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Figure 12. The greatest benefit of online distance learning

Figure 12 illustrates that the majority of bidikmisi students (75%) believe that the main goal of
doing online distance learning is to break the Covid-19 distribution chain. The current coronavirus
epidemic causes lecturers and students to attend, learn, and study at home in order to slow the
disease's spread. In the event of a pandemic, distance learning could be used to stop the virus from
spreading.

Online distance learning, according to 11% of students, helps them become self-regulated
learners. As a result, students must employ a wide range of cognitive and metacognitive methods
in order to achieve their learning goals.

Learners who can improve their self-regulated learning skills used time management,
regularly reviewed material, sought professional help from lecturers or peers, made deadlines, and
then used metacognition to reflect on their learning. Furthermore, online learning allows students
to study at a time and at a location that is convenient for them. Several students commented that
they were able to focus more of their attention on the course subject and less on concerns that can
occur in a typical classroom setting.

The corona-19 pandemic spreading the world has forced all schools to close their doors and
forge a new paradigm. Figure 12 shows that 14% of students believe there has been a shift in the
educational paradigm, with online distance learning via ICT becoming an option in the teaching-
learning process and a requirement in these pandemic times to continue the student learning
process. All students must enhance their technology literacy as a result of the Covid-19 pandemic.
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When students were first introduced to LMS as a medium of learning, they struggled because their
digital abilities were insufficient to adapt to the new environment. They are now accustomed to

using and operating the LMS.
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40
30
20
10

Figure 13. The greatest drawback of online distance learning

Figure 13 illustrates that more than half of students believe that online distance learning
isolates them and that they miss the social and physical engagement that comes with attending a
traditional classroom. The huge portion of students who choose No Social Interaction shows it (45
percent of students). The majority of students believe they are unable to verbally practice the
teachings. Distance learning, as is well known, restricts students to online-based classrooms and
learning resources. Students can communicate via chat rooms, discussion boards, emails, and/or
video zoom conferencing software, but the experience is not equivalent to that of a traditional
campus.

Students will have more difficulties getting in touch with their lecturers when the figure
shows that 30% of students have difficulty staying in contact with their lecturers. While email is
an alternative, it will not provide them with the same instant answer as sitting down with their
lecturers.

According to 25% of students, online distance learning increases the likelihood of
distraction, referring to face-to-face interaction and classmates who can assist with regular
assignment reminders. If students would like to complete a distance learning course effectively,
they must remain motivated and focused. In other words, if a student has a doubt, he must resolve
it without the assistance of his lecturers or friends, as he will not be able to speak with friends and
colleagues as he would in a traditional college course. He must be able to train himself to become
motivated and concentrated in order to effectively complete a course.

40
20

Flexibility Self-Paced Familiarity with the
Lecturer

Figure 14. The positive experience towards online distance learning

The flexibility of online education has been generally recognized as an advantage, as seen
in Figure 14. The flexibility of class participation time was the most crucial aspect in participants'
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positive experience. In this study, 40% of students stressed the ease of not having to go to
university and being able to arrange their work and study on their own time.

Another favorable experience mentioned by 28 percent of students in this study is self-
paced learning. When lecturers provide required knowledge content to students, they have total
authority.

The familiarity or comfort level with lecturers was a common occurrence in this research.
32 % say they enjoyed their classes because they were familiar with the lecturers. When asked if
this familiarity affected their opinions of the quality of the distance learning class, they said they
felt more at ease since they knew how the lecturers behaved and taught.

© M i A

Delayed lecturer Unavailable Monotonous
feedback technical support instructional
from lecturers methods

Figure 15. The negative experience towards online distance learning

Students' initial unfavorable experience with online distance learning is delayed feedback from
lecturers, as shown in Figure 15 (55%). The lecturer's postponed criticism was regarded as the
most influential factor in students' bad perceptions of the quality of online distance learning. All
students expect to obtain timely feedback from professors on discussion boards, exams, and tests,
as well as prompt feedback on assignments.

The lack of technical help from lecturers is the second most common unfavorable experience
with online distance learning, according to 13% of respondents. When students are having
difficulties, they expect someone to assist them. The lecturer was the person who was on their
minds. As a result, when the lecturer's technical assistance is unavailable, unfavorable experiences
will be shared. A few students stated that they and their classmates had no prior experience with
technology. Another factor contributing to the feeling of isolation is the online class's repetitive
educational methods (32%). According to the students in this study, the message board is their
instructor's only means of communication and involvement.

32
n - & & 0
Much more Somewhat Equally Somewhat Much less

effective more effective less effective effective
effective

Figure 16. The rank of the effectiveness of online distance learning

Arab World English Journal
WWW.awej.org
ISSN: 2229-9327




Arab World English Journal (AWEJ) Special Issue on CALL Number 8. July 2022

Bidikmisi Students’ Perspectives on Online Distance Learning Asyari, Abdurrahmansyah & Ardiansyah

Students' perspectives on the usefulness of online distance learning are depicted in Figure 16.
Online distance learning is far more effective, according to 11% of students. Online distance
learning, according to 15% of students, is somewhat more effective. Online distance learning,
according to 23% of students, is somewhat less successful. Online distance learning is substantially
less successful, according to 28% of students. In addition, the result shows that 13% of students
believe online distance learning is similarly successful.

40
30
20
10

Meeting regularly in a Combining meeting in aCompleting coursework
classroom setting, classroom setting and  online, rather than
rather than completing completing coursework meeting regularly in a
coursework online online classroom setting

Figure 17. The class format students prefer

Figure 17 indicates that during the Covid-19 epidemic, students respond in a variety of ways to
the class structure they choose. More than half of students (51%) prefer to meet in person rather
than complete schoolwork online. Only 23% of students choose to meet in a classroom setting
while still doing their schoolwork online. Figure 17 also reveals that 26% would rather to complete
courses online rather than meet in a classroom setting on a regular basis.

For more details, all questions and the frequency of student answers can be seen in table 2.
Table 2. The result of Bidikmisi students’ perceptions of online distance learning

Category
Always Frequently  Quite Sometimes Never
often

1. Email assignments to my 22.35% 20% 34.12% 21.18% 2.35%
lecturer

2. Ask the lecturer guestion 15.29%  16.47% 24.71% 38.82% 4.71%

3. Find out information about the  9.41% 21.18% 34.12% 31.76% 3.53%
course

4. Read lesson notes prepared by  10.59% 24.71% 34.12% 29.41% 11.18%
the lecturer

5. Find out information about 8.23% 20% 28.23% 34.12% 9.41%
how my work will be assessed

6.  Take partin online 8.23% 14.12% 32.94% 38.82% 5.89%
discussions with other
students

7. Find the time to respond 10.58% 18.82% 22.35% 34.12% 14.12%

8. Helps me identify problem 2.35% 18.82% 21.18% 36.47% 21.18%
areas in my study

9.  Responds promptly to my 4.70% 17.65% 28.23% 37.65% 11.76%
guestions
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10.  Gives me valuable feedback 7.06% 15.29% 25.88% 36.47% 15.29%
on my assignments

11. Adequately addresses my 5.88% 21.18% 30.59% 35.29% 11.76%
guestions

12.  Encourages my participation 7.06% 17.65% 30.58% 35.28% 9.41%

13. Easy to contact 4.70% 16.47% 36.47% 36.47% 5.88%

14.  Provides me with useful 3.53% 14.12% 25.88% 40% 16.47%
feedback on my work

15. | can work with others 3.53% 12.94% 38.83% 38.83% 5.88%

16. | canrelate my work to other’s 4.70% 17.65% 28.23% 32.94% 16.47%
work

17. I share information with other  3.53% 16.47% 29.41% 37.65% 12.94%
students

18. I discuss my ideas with other 2.35% 24.71% 31.76% 37.65% 3.53%
students in the class

19. I can collaborate with other 5.88% 18.82% 29.41% 35.29% 10.59%
students in the class

20. lam involved in group work 9.41% 18.81% 25.88% 30.59% 15.29%
as part of my activities

21. lcanrelate what| learntomy 3.53% 20% 23.53% 38.82% 14.12%
life outside of this class

22. | can pursue topics that 3.53% 14.12% 34.12% 36.47% 11.76%
interest me

23.  lapply my everyday 4.70% 9.41% 34.12% 37.65% 14.12%
experiences in class

24. | link classwork to my life 4.7% 17.64% 25.88% 38.82% 12.94%
outside of this class

25. | learn things about the world ~ 5.88% 17.65% 24.70% 34.12% 17.65%
outside of this class

26. | study real cases related to the  7.06% 20% 34.11% 29.41% 9.41%
class activity

27. 1 use real facts in-class 7.06% 25.88% 37.65% 24.70% 4.7%
activities

28. | work on assignments that 9.41% 16.47% 30.59% 38.82% 4.70%
deal with real-world
information

29. 1 work with real examples 16.47% 29.41% 29.41% 29.41% 4.70%

30. | apply real-world experiences  7.06% 18.82% 35.29% 29.41% 9.41%
to the topic of studies

31. I can make decisions about my 11.76% 25.88% 38.82% 18.82% 4.71%
learning

32. 1 work during times I find 8.24% 20% 34.12% 30.59% 7.06%
convenient

33. lam in control of my learning  10.59% 24.71% 34.12% 25.88% 4.71%

34. | play animportant role inmy 4.71% 15.29% 36.47% 31.76% 11.76%
learning

35. | approach learning in my way  11.76% 20% 36.47% 25.88% 5.88%

36. My teacher always gives as 4.71% 21.18% 29.41% 32.94% 11.76%
much attention to my question
as to other students

37. | get the same amount of help 5.88% 7.65% 29.41% 31.75% 15.29%

from the teacher as did other
students
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38. | am treated the same as other 2.35% 22.35% 23.53% 36.47% 15.29%
students in the class
39. I receive the same 3.53% 16.47% 24.71% 42.35% 12.94%
encouragement from the
teacher as other students do
40. | get the same opportunity to  4.71% 18.82% 28.24% 36.47% 11.76%
contribute  to the class
discussion as other students
41. My work receives as much 1.18% 9.41% 22.35% 43.53 23.53
praise as other students’ works
42. | get the same opportunity as 3.53% 16.47% 29.41% 37.65% 12.94%
other students
43. | prefer online learning 7.06% 25.88% 0% 35.29% 31.76%
44.  Online learning is exciting 0% 10.59% 22.35% 47.06% 20%
45.  Online learning is worth my 2.35% 8.24% 21.18% 36.47% 31.76%
time
46. | enjoy studying online 0% 9.41% 18.82% 43.53% 28.23%
47. | would enjoy my education if  1.18% 10.59 17.65 38.82 31.76
more of my classes were
online
48. | am satisfied with this online 0% 10.59% 14.11% 36.47% 38.82%
class
49. The discussion forum is 7.06% 16.47% 27.06% 34.12% 15.29%
accessible from places that are
convenient for me.
50. | read posted messages at 9.41% 12.94% 36.47% 31.76% 9.41%
times that are convenient to
me
51. | take time to think aboutmy  15.29 17.65% 35.29% 25.88% 5.88%
messages before | post them
52.  Writing and posting messages  7.06 17.65% 34.12% 30.59% 10.59%
helped me develop my
thinking skills.
53. | find it useful to have a 11.76% 21.18% 23.53% 32.94% 10.59%
written record of messages to
refer back to
54. | find that posting my 4.70% 14.12% 31.76% 36.47% 12.94%
messages improve my writing
skills
55.  The greatest benefit of online distance learning
Break off the chain of Covid-19 spread 75%
Being Self-regulated learner 11%
Mastering technological 14%
literacy
55.  The greatest drawback of online distance learning
No Social Interaction 45%
Difficulty Staying in Contact with lecturers 30%
High Chances of Distraction 25%
56.  The positive experience towards online distance learning
Flexibility 40%
Self-Paced 32%
Familiarity with the lecturer 28%
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57.  The negative experience towards online distance learning

Delayed lecturer feedback 55%

Unavailable technical support from lecturers 13%

Monotonous instructional methods 32%
58.  The rank of the effectiveness of online distance learning

Much more effective 11%

Somewhat more effective 15%

Equally effective 13%

Somewhat less effective 23%

Much less effective 38%
59. The class format students prefer

Meeting regularly in a classroom setting, rather than 51%

completing coursework online

Combining meeting in a classroom setting and completing 23%

coursework online

Completing coursework online, rather than meeting 26%

regularly in a classroom setting

Discussion

Students are more stressed, lack motivation, and easily get bored or distracted during online
learning, as shown in the results. Even more anxious were they when lecturers regularly gave them
tasks that only took one day to complete. Based on the survey results, the students were unhappy
with how the lecturers taught them. It seems some lecturers always asked students to send
assignments' answers via email and took much time to answer questions from students. They
became bored and uninterested in raising their hands to ask problems related to the learning
materials they were learning in this manner. When they did not fully understand the teachings their
lecturers explained, they opted to question their peers instead of lecturers. Students also said that
online lectures were difficult to grasp. As a result, lecturers must be attentive to a variety of
learning styles, requirements, and expectations, as well as be familiar with the online learning
environment. To put it another way, internet learning is uninteresting (Dhawan, 2020).

The majority of the students' issues were related to inadequate network access and
bandwidth. The internet connection stability was identified to be one of the issues students had
while online learning in the Covid-19 program, according to Britt (2006) and Zhong (2020). The
bidikmisi students at Sriwijaya State Polytechnic come from various regions, with the majority
from remote areas where access to the internet is still difficult. Internet access requires a huge
quota, therefore bidikmisi students choose to switch off the camera throughout the teaching and
learning process via online to save their quota.

In summary, most students indicated that they preferred conventional learning over online
learning due to a number of problems they faced when implementing online lessons during a
pandemic situation. In studies by Jeffrey, Milne, and Suddaby (2014), Almaghaslah, Ghazwani,
Alsayari, & Khaled (2018), and Dhawan (2020), students were more comfortable with face-to-
face learning than online learning. They believed that online learning activities made them
stressed, bored and unmotivated.

Arab World English Journal
WWW.awej.org
ISSN: 2229-9327



Arab World English Journal (AWEJ) Special Issue on CALL Number 8. July 2022

Bidikmisi Students’ Perspectives on Online Distance Learning Asyari, Abdurrahmansyah & Ardiansyah

Conclusion

Various obstacles have been encountered during the implementation of distance learning in
Sriwijaya State Polytechnic during the COVID-19 pandemic through online learning. The
availability of various ICT tools and online learning platforms is widely spread, but they cannot
be directly used by teachers in order to support the implementation of learning. Additionally, the
students’ geographic location, where many do not have access to good internet networks, and their
family's economic ability are obstacles to implementing online learning through various platforms.
Students also feel that conventional learning is simpler than online learning. Students believe that
lessons given by the teacher utilizing online learning are less effective. It is common for teachers
to send the materials without explanation, which increases the anxiety of the students, since they
cannot fully understand the lesson.

Based on the study's findings, some recommendations are made. Because the covid-19
epidemic demands online distance learning, lecturers must be more innovative in their use of
various instructional strategies to ensure that bidikmisi students are not bored throughout the
learning process taking place during virtual meetings. To enable effective and efficient teaching
and learning practices, several teaching methods (lectures, case studies, debates, discussions,
experiential learning, brainstorming sessions, games, drills, and so on) may be employed online.
Teaching and learning should be made exciting in such panicked situations, where the lives of so
many students are on the line. Students ' tension, fear, and anxiety will be reduced as a result of
this. In short, educational system requires all lecturers who are knowledgeable about the quickly
evolving and changing information environment and have a feel of how to combine theory and
practice.
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Abstract

Mobile-assisted language learning (MALL) is a new channel of learning languages. The usage of MALL
instructional design integrates mobile devices with educational scenarios of teaching foreign languages.
The study explores the central issue of how MALL instructional course design could help students to
construct an out-of-class MALL experience. The research investigates the practical characteristics of
MALL instructional design, which lead to foreign language acquisition. The study had three objectives: to
explore the perceptions of students and needs in MALL,; to create a conceptual framework of MALL
instructional course design; to summarize the results in pedagogical implications to the course. The data
came from an exploratory study of employing MALL in instructional course design at the tertiary level
within the first semester of 2021. This study analyses the feedback of 32 students about the effectiveness
of the MALL activities and students’ satisfaction. The research shows how student feedback stimulates
investigation into MALL instruction and evaluation of its design. The researchers used qualitative and
guantitative analyses. The results of the study, conducted in three stages, helped to develop a design
framework. The research proved that designing the MALL activities supported interaction, communication,
access to resources, and people within the network community practice. MALL course design promoted
active collaborative learning that helped students to construct the MALL experience in the real-world
environment. The researchers provide recommendations on combining various MALL facilities and
channels of communication that mobiles afford.

Keywords: computer-assisted language learning (CALL), instructional design, mobile-assisted language
learning (MALL), mobile devices, mobile learning
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Introduction

The number of teachers using mobile-assisted language learning (MALL) has increased
markedly. A lot of researches, devoted to this technology in education, appeared during the
COVID time. A trend and a new approach elaborate on the use of mobile devices for language
learning.

Researchers and practitioners suggest that MALL supports breaking down barriers,
unfettered flow of information, frequent interaction, reflection, enjoyment, and personal gains.
Students can use the possibilities offered by mobile technologies for easy access to information,
promote the development of digital literacy and open the way to independent learning Mobile
devices allow the implementation of innovative teaching practices that we cannot usually
experience with other learning tools (Arvanitis & Krystalli, 2021). Students are accustomed to
multitasking, active, connected, and comfortable learning environment (Isamiddinovna, 2019).

MALL involves multiple technologies, modalities, and methods (Kukulska-Hulme,
2021b). The use of mobile technologies can offer interesting, engaging, and motivating language
learning activities (Kukulska-Hulme, Lee & Norris, 2017).

MALL has moved teachers and students out of the classroom setting into the real world.
Using of mobile phones can provide a rich learning environment for learners (Azar & Nasiri,
2014). Teachers should reach this aim by using MALL instructional design. They can integrate
mobile devices with educational scenarios of teaching foreign languages.

The research shows how MALL instructional design can enhance out-of-class foreign
language learning. This study aims to investigate the effectiveness of MALL instructional design.
The research had the following target questions: What are the elements of successful creation of
MALL interactive activities? Does instructional MALL design improve language skills? How to
construct an out-of-class MALL experience for students? How can MALL design support the
motivation and collaboration of students? What are the benefits of this technology for learners?

The objectives of this study are to explore the perceptions of students and their needs in
MALL,; to create a conceptual framework of course design; to summarize the results in pedagogical
implications to the course.

Literature Review
Defining mobile-learning

MALL is a subfield of mobile learning. Kukulska-Hulme (2021a) thinks that MALL is not
a universal concept and has a relationship with the fields of e-learning as well as computer assisted
language learning (CALL).

Mobile learning involves different concepts and terms. Arvanitis and Krystalli (2021)
investigated trends of mobile assisted language learning from 2010 to 2020. They think Chinnery
(2006) first mentioned this term, talking about using of mobile devices as a pedagogical tool for
foreign language learning. Researchers give different definitions of mobile learning: any type of
learning that takes place in learning environments and space that takes account of the mobility of
technology, mobility of learners, and mobility of learning (EI-Hussein & Cronje, 2010); any sort
of learning that occurs when a learner is not at a fixed, predetermined location, or knowing that
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happens when the learner takes advantage of learning opportunities offered by mobile
technologies; a technology between e-learning and ubiquitous learning (u-learning) which support
learning process (O’Malley, Vavoula, Glew, Taylor, Sharples, Lefrere, Lonsdale,
Naismith, & Waycott, 2005; Arvanitis & Krystalli, 2021). MALL has three aspects: learning
through mobile terminals, learning with students on the move, and learning through mobile content
(Taylor, 2006; Arvanitis & Krystalli, 2021).

Kukulska-Hulme (2021b) uses the term mobile pedagogy for MALL to make explicit the
role of teachers in the design and promotion of mobile activities that encourage students to engage
in learning as a form of mobile inquiry. Mobile pedagogy includes informal learning without
teacher involvement.

The context of MALL

The context of MALL is a significant construct that embraces the environment where
students operate. Researchers defined two context-related perspectives on mobile learning:
context-independent learning and context-aware (contextual) mobile learning (David, Yin, &
Chalon, 2009; Palalas, 2011). Contextual mobile learning (CML) is a critical element of engaging
learners in MALL activities. CML integrates the notion of situated learning with its emphasis on
the authentic context and social interaction based on “activity in and with the world” (Lave &
Wenger, 1991). According to the contextual approach, MALL is language learning enabled by the
mobility of the learner and the location, and portability of handheld devices. MALL is human
interaction across multiple situations mediated by mobile technology within a networked
community of practice, embedded in the contexts, which are relevant, pedagogically sound and
informed by real-life contexts (Palalas, 2011). The teachers can initiate the learners into a learning
environment where they provide initial scaffolding and then gradually withdraw the support to
allow learners to take charge of their learning (Park, 2011; Taj, Sulan, Sipra & Ahmad, 2016).

The context of MALL gives learners a first-hand experience. Students perceive mobile
learning as a helpful learning system. They can use mobiles in three different modalities (Sam &
Shalini, 2021): 1) asynchronous phone-assisted language learning (AMPALL); 2) synchronous
mobile phone-assisted language learning (SMPALL); 3) teacher moderated synchronous mobile
phone-assisted language learning (TMSPLL).

Palalas (2011) summarized that the main aims of creating a mobile-learning context are as
follows:

- Enhance the motivation for learning through technology familiar to students, such as
smartphones and tablets.

- Give more opportunities to students to develop all six communication skills.

- Encourage the use of the target language as a unique means of communication.

- Facilitate the teaching process through exploring, analyzing, discovering, and choosing
activities that make sense in the real world.

- Enhance any type of interaction between real and virtual environments, between students
in the same classroom but also with students in another classroom inside and outside boundaries.

- Promote pleasantly promote learning.

Arab World English Journal
WWW.awej.org
ISSN: 2229-9327



Arab World English Journal (AWEJ) Special Issue on CALL Number 8. July 2022

MALL Instructional Course Design: Constructing Solodka, Ruskulis, Demianenko & Zaskaleta

Researches in MALL

Buabeng-Andoh (2021) and Kukulska-Hulme (2021b) think that research into the
determinants of mobile learning acceptance is in its infancy phase, even though the issue of
technology acceptance in education has a long history.

Researches in MALL are mainly applied. Studies identify several significant themes in
mobile learning studies: enhancing the learning experience; exploring affective factors in learning
with mobile devices; investigating appropriate methods for evaluating learning in mobile
environments; designing supportive, innovative educational practices; integrating mobile
technologies with broader educational scenarios (Kukulska-Hulme, 2021b).

Isbell, Rawal, Oh and Loewen, (2017) investigated the experiences of learning a language
on Duolingo. They also researched how certain MALL practices would foster an advanced form
of self-study and self-regulated learning (SRL). Researchers used Nintendo DS as a neutral mobile
platform for developing MALL activities. Isbell et al. (2017) adapted and transferred them for use
on private mobile phones. Participants improved on L2 measures at the end of the study, and results
indicate a positive correlation between the amount of time spent on Duolingo and learning gains.

Researchers developed a mobile concept mapping system that should facilitate knowledge
construction (Hwang & Chang, 2021). Taj et al. (2016) conducted a meta-analysis of 13 studies of
MALL between 2008-2015. Arvanitis and Krystalli (2021) made the analysis of MALL trends in
academic studies from 2010 to 2020. Their findings confirm that teachers can use mobile phones,
with their increasing capabilities to provide connectivity in a ubiquitous environment, as practical
tools for delivering language content (Taj et al., 2016).

Sam and Shalini (2021) offered Technology Acceptance Model (TAM). TAM has three
phases: system features capabilities, the motivation of learners to use the system, and actual system
use. The system responds to how an external stimulus consisting of that existing features of system
and its capabilities influence user motivation.

The research of Kartchava and Nassaii (2021) analyses the role of corrective feedback in
mobile technology-mediated contexts.

Erlam, Phip and Feick (2021) investigate the digital competencies for MALL and their
connection to the everyday digital communication practices of language learners. Researchers
illuminated the benefits of digital media for individualizing language learning and providing
opportunities for social learning. Their research shows how digital media, especially mobile
devices, can bridge learning inside and outside the classroom and provide opportunities for
authentic interaction, creativity, and game-based learning (Erlam et al., 2021).

The researchers discuss the perspectives of employing MALL in the language classes at
the tertiary level. The use of mobile devices for learning was minimal before the pandemic COVID
19 (Dashtestani, 2016; Nino, 2015). The scenario completely changed during the pandemic.
Teachers started to practice this technology and design flexible programs for students (Nuraeni,
2021; Sam & Shalini. 2021).
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The most recent studies are devoted to the adaptation of mobile learning (Moya &
Camacho, 2021); challenges concerning specific subjects or groups of learners (Lee, 2021);
mobile-assisted language learning in blended learning settings (Sato, Murase & Burden, 2020);
research model approaches (Buabeng-Andoh, 2021; Burston, 2021); digital mobile skills (Lee,
2021), and attempts to develop an understanding of the process and products of mobile learning
(Bernacki et al., 2020).

Benefits and barriers to the use of mobile-assisted language learning (MALL)

Recently, teachers and learners are experiencing a positive shift from CALL to another
more efficient platform called MALL. MALL brings a tectonic shift from routine learning
strategies to a technology-oriented approach to reconceptualizing the needs of students. This power
explores the fundamentals of MALL and its application in foreign language teaching. The research
of Sam and Shalini (2021) sheds light on the various advantages and limitations of implementing
MALL devices like mobile phones, smartphones, and kindles in a virtual classroom context.

Different scholars considered several merits and barriers to applying MALL. Warschauer
and Healy (1998) mentioned some beneficial aspects of MALL.:

1) multimodal practice with feedback;

2) individualization in a large class;

3) pair or small group work on projects;

4) the fun factor;

5) variety of available resources and learning styles;

6) exploratory learning with a large amount of language data;

7) real-life skill building in computer use.

Lee (2000) suggested that this technology can contribute significantly to the learning
process. Advantages include the following factors:

Experiential learning makes it possible for students to tackle a considerable amount of
experience. Students become the creators of knowledge.

The motivation of students is increasing. The variety of activities makes them feel more
independent and leads to self-directed learning. Learners can generate the activities by themselves.

A network-based instruction can help students strengthen their linguistic skills by
positively affecting their learning attitude and by assisting them in building self-instruction
strategies and enhance student achievement.

Students can use various original study materials 24 hours a day.

Greater interaction. Activities give students positive and negative feedback by
automatically correcting their online exercises.

Individualization. Students can benefit from individualized, student-centered collaborative
learning or from working at their own pace.
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Independent from a single source of information. Learners have the chance to discover
thousands of information sources. As a result, their education fulfills the need for interdisciplinary
learning in a multilingual world.

Global understanding. Students study the language in a cultural context. An English
Language teachers have to facilitate access to the web and make students feel like citizens of a
global classroom, practicing communication on a worldwide level.

Researchers mentioned the primary beneficiary points for MALL.: creating a better English
communicative environment for students and improving the efficient teaching mode; creating a
context for language teaching and providing flexibility to course content (Shyamlee & Phil, 2012).

Corgi (2021), examining the effect of mobile-assisted language learning on ability of
students to master the English language structure, defined the following benefits of MALL.:

1) MALL offers learners a perfect platform to improve their understanding of various
language concepts. Learners can use their devices to investigate the concepts taught in class. They
can access materials that further explain the concepts.

2) MALL makes it possible for learners to understand their knowledge gap. Students can
handle the knowledge gap using devices. This gap they can identify when they are engaged in
online discussions with peers.

3) Learners have to take control of their learning process and appreciate their ability to do
their research using devices to master the language. Teachers have to ensure that information is
available to learners and the MALL system is in line with the syllabus.

MALL fits nicely into the presentation, practice, and production paradigms. Language
learning can present learning material in multimodal ways and create an environment that is
conducive to a variety of learning scenarios as formal and informal learning (Jarvis & Achilleos,
2013). MALL affords give the option to engage students in group work and to present instructional
material in an exciting way (Tai, 2012; Oz, 2015). Burston (2021) thinks that MALL allows
students to create their learning framework in terms of time and place. Online learning makes
language learning independent, self-directed, and autonomous (Arvanitis and Krystalli, 2021).

Dina and Cironei (2013) mentioned the following disadvantages of CALL.:
1) deterioration of the teacher’s role in the learning process;
2) division into small sections and well-delimited content leads to shortening the matter, favoring
those students with analytic thinking, but not those with synthetic thinking;
3) controlling step-by-step student mental activity by the teacher stops them from developing
creative abilities, entrepreneur spirit and initiative;
4) excessive individualization of learning can lead to denial of the teacher-student dialogue and
the isolation of the learning process from its psycho-social context.
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Yukselir (2017), in his meta-analysis, concludes that without longitudinal and cross-
sectional studies about MALL, it is nearly impossible to say that MALL is more effective than
other language teaching techniques.

Educators should consider the following limitations of MALL:

1. Technical factors. Internet data is critical in deciding the quality of learning using mobile
devices. Mobile devices have a number of technical issues and difficulties: the lack of a single
platform for application development, relatively small screen, uncomfortable keyboard with small
letters, limited memory and data storage space, dependence on battery capacity, the need for
adaptation of conventional electronic content to screens of mobile devices (Stockwell & Hubbard,
2013; Sam & Shalini, 2021), and the slow speed of Internet (Cicih, Irmawati, Adi, Wina &
Syamsul, 2020).

2. Pedagogical factors. Types of learning activities that have proven their effectiveness in CALL
are ubiquitous in mobile learning. As a result, in some cases, there may be a decrease in the
effectiveness of mobile learning (Stockwell, 2013). Learners experience a lack of support and
guidance in the process of learning. The deficiency of an explicit pedagogical framework might
lead to a shortage of interest and reluctance in learners (Sam and Shalini, 2021; Cicih et al., 2020).
3. Psychological factors. The interface of a mobile device has significant differences from the
interface of a computer. Students use mobiles primarily to achieve personal and social goals. They
don’t have a habit of using mobile phones much for studying (Sam and Shalini, 2021).

The reviewed literature provides the conceptual framework for task-based learning, the
potential practice, and encouraging classroom interaction using MALL.

Methodology

The researchers conducted this exploratory study at V. O. Sukhomlinskyi National
University of Mykolaiv in the first semester of 2021. This study offered designed MALL activities
that would promote out-of-class language practice. The planned course “Communicative
Strategies of English” aimed to optimize the academic success of L2 master students. Teachers
encouraged learners to use their mobiles to communicate by blogging and to write their reflections
using Notes features. Students explored ESL pod, Business English Pod, TED videos, and audio
recordings.

The data came from the feedback of 32 students and four teachers about the effectiveness
of the MALL activities and students’ satisfaction. Researchers used qualitative and quantitative
analyses.

The researchers combined two goals in this study: the design of MALL and the
development of an instructional design framework. There were three stages in the research:
preliminary, enactment, and evaluation. Students participated in an online survey created by the
researchers.
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Table 1. The on-line survey for students

STAGE QUESTIONS CODE
Preliminary stage Do you use your mobile phone for learning or leisure? RQ1
Can mobile phones facilitate English language learning? RQ 2
Do you always have an Internet connection? RQ 3

Does mobile learning allow you to reach authentic English language material
wherever you needed?

Enactment stage What language skills can you practice using a mobile phone? RQ 4
What activities should teachers adopt in the design of mobile learning | RQ 5
activities??

What applications and software are beneficial for learning English? RQ 6

Evaluation stage Is mobile learning time-efficient for you? RQ7
What do you think of practical listening activities for a mobile phone? RQ 8

What is the effect of mobile learning on your communication with the teacher | RQ 9
and other students?

What kind of activities supports the mastering your language skills? RQ 10
Can it help you in real-life communication? RQ 11
What kind of practical activities do you prefer and why? RQ 12

Will mobile learning help you to get intercultural skills on the Global Net? | RQ 13

How do you utilize mobile devices to co-construct a self-directed out-of-class | RQ 14
mobile experience?

Results
The preliminary stage

In the preliminary stage, the researchers focused on understanding the needs of students in
MALL. They also investigated the perception of MALL by practitioners who took part in the pilot-
course. The researchers and practitioners discussed the structure of the course instructional design
in two meetings. The results determined the socio-cultural and organizational the MALL
intervention designed, which the researchers and the practitioners implemented in the next stage.

The enactment stage

In the enactment stage, the researchers and practitioners designed and developed MALL
learning objects. They created a conceptual framework as well as technology. The practitioners
collaborated through online ZOOM meetings. They exchanged their expertise and feedback with
researchers. The researchers worked in sharing the learning through collaborative practices
including planning, researching, and problem-solving.

The students got their assignments and designed blogs. The researchers recorded students’
feedback (online meetings and audio recordings), collected the data from practitioners, and
analyzed it. The data determined the concept of the course design.

The evaluation stage

Two previous stages produced contextually-grounded knowledge based on feedback from
learners and practitioners. The investigation of students’ mobile habits allowed us to
reconceptualize the design approach of the course. The students defined the components and
properties of MALL. The researchers summarized the results in pedagogical implications for the
practice.
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The findings presented below are selected verbatim gquotes from students.
Table 2. Selected verbatim quotes from students.

STAGE

SELECTED VERBATIM QUOTES

CODE

Preliminary
stage

I use my mobile to call my friends and check emails or Facebook.
I communicate with my friends. | use my phone for leisure and work.
It is your choice how to use your phone for fun or learning.

Q1

It would be helpful if it could help with my homework.

As usual, | have access to the Internet.

As usual, I make photos for my friends to send them. You can use pictures when you don’t
know an English word, and you want to explain something.
I can listen to English radio channels or podcasts, and watch BBC videos.

Enactment
stage

I can practice pronunciation and vocabulary.
Listening activities accounted for vocabulary.

The teachers should add exciting activities based on using famous social nets.

I can study a foreign language on YouTube and use particular websites to learn English
You can find information online and use the audio Google app for learning English.

I use online dictionary and translator for my iPhone. I can check the words when | do not
know what people say.

I use the site Lingualeo Learn English and English Daily.

I recommend using YouTube and iT.unes for podcasts.

We can use Memrise, TED, and Italki.

To pass TOEFL I used Voxy and Lingvist.

It is good to use applications: reDict, Google Translate, Merriam-Webster Dictionary, and
WordBook — English Dictionary & Thesaurus.

I use applications AnkiApp, Rosetta Stone, and Memrise to remember words.

I use applications Flip and Learn, FluentU, and English Grammar in Use Activities to
improve my grammar.

I watch the applications BBC News and CNN News

I communicate with native speakers in Italki.

Evaluation
stage

I can master the language any time when | am not busy.
More expensive phones give more advantages for learning.

Q7

Explicit instruction of a teacher is the most important feature of mobile learning.

Q8

I think it is better to meet online with a teacher and other students. | can ask the meaning
when 1 listen, and other students can help me with my task. They can help even over the
phone.

I like team assignments. It is better than | work isolated with my mobile phone.

MALL determines the interference of teachers helping students.

You can ask a teacher for lessons podcasts to help in learning.

Q9

I liked podcasts. | can listen to them anytime. | stop listening when | am unsure what it
means and want to check the meaning of some words in an online dictionary.
The most exciting task of MALL was when | made my project — a radio interview.

Q10

It helps to practice how to understand other people.
We had to settle real-life problems connected to our program.

Q11

I am proud | created my project with other creative students. | enjoyed their partnership.

I liked videos that showed cultural office behavior.

Some tasks were easy. Assignments should be more complicated like real case studies.

I like listening to podcasts that my teacher suggested, and friends found.

When | did interviews for radio, different students used different recorders. | had all tools
| needed for the assignment.

Q12

MALL gives the practice of intercultural communication.

MALL made me more responsible for my language learning.
Now | understand how to organize my language learning using my mobile.
It encouraged me to study more.
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Using a mobile made my learning English easier.

The main characteristic of the created MALL course is the integration of students in the
design of any student-centered instruction. The MALL course provided flexible learning across
space, time, and context. Students understood the critical aim of MALL was to communicate in
any life situation beyond the classroom

Students liked out-of-class practice and the opportunity to learn English whenever they
wanted. In their training, the learners wanted to focus on listening comprehension, advanced
vocabulary, particular terminology, pronunciation, and intercultural communication.

A majority of students liked the activities which engaged them in the learning process.
They noticed that this course motivated them to study the language even without the presence of
a teacher. The participants indicated that online meetings gave them the feeling of belonging to
the community of practice they didn’t have in other university courses. They could overcome the
barriers to communication and get adequate language skills. Some learners experienced
uncomfortable feelings of being socially distant from the teachers. They needed significant
learning support from the teacher to promote language acquisition. Teachers had to keep tracking
group work on projects to maintain a high level of engagement and to provide on-demand help via
a network. The course provided the learners with many web-based and phone-based digital
resources. The participants benefited from collaborative activities organized around mutual goals,
and integrated via mobile devices. These results revealed the main characteristics of the practical
course design.

During the course, the teachers encouraged students to use additional means such as
dictionaries, glossaries, and digital translators to support communication or overcome
miscommunication. Students also could use visual resources. They collected these resources
according to their needs and availability. Most students indicated a willingness to select necessary
applications and resources on their mobile phones. They recommend using YouTube, TED, BBC
News, and iTunes for podcasts. Learners also found helpful audio flashcards and audio podcasts
related to their needs and interests in language practice. Students experienced a variety of mobile
resources autonomously. They expressed the need for teachers’ assistance through the vast amount
of information and wanted the learners’ activities and materials organized around the tasks.
According to this demand, the teachers organized language task-specific help and a selection of
web-based language resources for MALL. The teachers scaffolding aimed to make students more
responsible for their learning.

One of the course design features was the appropriate choice of authentic materials and
reference sources for students. It gave an excellent gaudiness by well-designed tasks relevant to
students’ engagement and interests. Stay connected with others was an indispensable property of
MALL design. It promoted the flexibility of interaction and expression within the web. Students
could experience different modalities. They made records texts and audio, took photos, uploaded
their interviews, created, and published their presentations using mobiles. All mentioned above
created an authentic environment integrating all language skills.
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Students generated audio-visual descriptions, audio repositories of English idioms, audio
dictionaries, phone blogging, and video interviews. The tasks entailed comprehension practice of
student-generated content. Most assignments included listening comprehension practice, followed
by audio and video recordings simulating real-life communication. Students completed these tasks
individually or collaboratively. Teachers kept the balance between the flexibility of individual
work and with benefits of collaborative activities. The feedback showed that student-generated
materials are an advantage of course design. The teachers engaged learners in meaning-making
activities. It created a supportive and constructive environment. Learners were proud of
completing their projects and collaborating with others. MALL helped them to comprehend the
content of learning better and simplified the learning process.

Another characteristic of course design is communication in a real-life context. Context
mediated meaning-making. Students could find visual and audio clues surrounding them in an
authentic communication situation. Context made the interaction meaningful through cultural
artifacts. It created the environment of language in action.

Discussion

The study aimed to investigate the functional characteristics of MALL instructional design.

The researchers defined the main characteristics of effective instructional MALL design.
The course instructional design should incorporate the following features: 1) task-specific
directions and resources (audio podcasts and related text-based materials; a selection of device-
specific applications or web-based tools for the creation of multi-media artifacts; 2) information
on to the use of build-in CMC tools (audio podcasts and scripts) (Palalas, 2011); 3) information
regarding the pedagogical approach and proven language learning strategies, partially student-
generated (audio podcasts and scrips) (Palalas, 2011); 4) help options including communication
with the facilitator and a class blog (Palalas, 2011); 5) proven linguistic references and language
resources, including software and applications; 6) uploading and publishing tools for student-
generated artifacts; 7) viewing options for collaboratively created databases; 8) repository of
students’ questions and impromptu reflections (Palalas, 2011); 9) summative evaluation of all the
constituent parts of the suite (text-based survey). These findings are in agreement with the research
of Palalas (2011).

The preliminary stage, this research faced the same problem as Isbell et al. (2017) had.
Students thought that the private nature of mobile phone communication created barriers when
they used personal mobile phones for learning activities. Sam and Shalini (2021) mentioned the
same difficulties coursed by psychological factors.

Some learners also experienced difficulties in self-study and self-regulated learning at the
enactment stage of the pilot study. They felt the lack of teacher guidance in the process of out-of-
class learning. These limitations of MALL, called by Sam and Shalini (2021) pedagogical factors,
became the central issue of teacher scaffolding. The teachers initiate the learners into a learning
environment where they provide an initial frame and then gradually eliminate the support to allow
learners to take charge of their learning (Park, 2011). The language task-specific help made
students more independent and responsible for their learning. This research is in a common course
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with the scientists who develop self-directed mobile language learning (Kukulska-Hulme, 2021;
Corgi, 2021).

Analyzing students’ feedback showed that learners are the critical link on the web. The
research proved the importance input of students in the instructional MALL design of the course,
as Kartchava and Nassaii (2021) suggested. Through the observation of their activity and the
dynamic process of learning the language espoused by that MALL solution that the study will seek
to determine the optional instructional design for acquiring language skills (Palalas, 2011). These
thoughts are in agreement with the findings of Kukulska-Hulme (2021). A learning design has to
include the use of a mobile application as a task. The practitioners can detect an interest in some
interpersonal and thinking skills that might support language acquisition.

The study revealed some affective aspects of learning linked to motivation. The research
showed that students enjoyed the MALL experience. Learning the language became self-motivated
and self-organized. These statements are similar to the thoughts of Cronje (2020), who thinks that
the learners’ activities aim to explain, describe, develop, explore, and combine with discipline-
specific areas of common interest and concern, language skills, personal experience, and learner
engagement.

The findings proved that MALL provides excellent benefits for EFL students and has the
following teaching implications:

1) Teachers should facilitate students when using MALL technology and have to meet
contradictions and confusions the learners may face.

2) Teachers must find a way to monitor and control the process of MALL.

3) The MALL system aims to help learners master their fluency in written and spoken English.
4) Teachers must show students how to work with and without a teacher, conduct projects, and use
devices in group work and discussions.

Conclusion

The research investigated how MALL instructional design can enhance out-of-class foreign
language learning. The study defined the main characteristics of effective instructional MALL
design that the course should incorporate. The findings offer suggestions for understanding the
benefits, disadvantages, and challenges of embracing MALL as a method of teaching a foreign
language.

The results show how students can construct an out-of-class MALL experience. The
effective MALL design of the course offers flexible language learning, which has a perspective of
being interactive, engaging, authentic, contextualized, connected, and supported by appropriate
scaffolding. It provides a natural environment for language users. Students collaboratively
construct real-life interactions. It helps them to see the language as an open system expended by
MALL. This research shows how student feedback stimulates investigation into MALL instruction
and evaluation of its design.
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Abstract

The study of teachers’ cognition and classroom practices about online corrective feedback in
English language teaching is a recent trend in research. However, there is a paucity of studies on
teachers’ practices and cognition of online corrective feedback in speaking class. Therefore, this
study attempts to bridge this research gap by investigating Saudi female English language teachers’
cognition and practices related to corrective feedback in an online speaking setting. The main
question of this study is What are Saudi female EFL teachers’ practices and tacit beliefs about
online corrective feedback? The participants of the study were five Saudi female teachers. This
study applied a qualitative case study approach dealing with in-depth data collection instruments,
including online class observations followed by face-to-face semi-structured and stimulated recall
interviews, which interacted with each other through a practical argument process. The results
revealed how the teachers’ online corrective feedback beliefs shaped their practices. The
observational data revealed that all five teachers corrected most of their students’ errors using
various online corrective feedback strategies. The observational data revealed that most teachers
used output-prompting strategies more commonly than input-providing strategies, reflecting
teachers’ interest in prompting self-correction discovery and reducing the students’ need for
assistance. This study thus provides a deeper insight into the complexity of teachers’ cognitions
and practices regarding online corrective feedback. Implications of the findings of this study in
teacher education are highlighted, and recommendations for further research are suggested.

Keywords: Corrective feedback, online corrective feedback, speaking, tacit belief teacher
cognition
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Introduction

Many educational researchers view the study of teacher cognition as a paradigm shift in
research on teaching. Earlier educational researchers aimed to determine a casual or a correlative
relationship between specific teaching behaviors and learning outcomes. In the last two decades,
teacher educators began to realize that teacher behavior in class is not mainly determined by
prescribed principles and theories developed for teachers by pedagogical experts, commonly
referred to as Received Theory in the literature. Rather, the chief determinant of teachers’ behavior
in class is their Theory of Action, commonly defined as a set of tacit beliefs about what constitutes
effective language teaching and learning.

In recent years, the study of teacher cognition has also emerged in the field of teaching
English as a Second or Foreign Language (EFL). Several studies have investigated teacher
cognition regarding their teaching practices of planned instructions of teaching such as teaching
grammar and reading instruction; while others have investigated unplanned instructions such as
Corrective Feedback (CF). In fact, most of the studies in teacher cognition regarding CF have
mainly focused on teachers’ stated beliefs (conscious/explicit beliefs) which reflect teachers’
perceptions of ideal practices, that may not be reflected in their actual classroom practices (Ellis,
2012). However, very few studies explore tacit beliefs (unconscious/ implicit beliefs) of teachers
about their CF practices to help teachers grow professionally. Moreover, most importantly, in line
with the development of today’s world in technology, teacher feedback has also moved beyond
the traditional to an online setting. To the best of the author’s knowledge, no study has focused
exclusively on foreign language teachers’ cognition (i.e., tacit/implicit beliefs) and practices
relating to online CF and in particular in a speaking setting. Therefore, the present study is an
attempt to explore teachers’ tacit beliefs and practices regarding online corrective feedback in
speaking class. More specifically, the study is a preliminary attempt to answer the following
questions:

=

How do Saudi female EFL teachers practice online corrective feedback?

What are Saudi female EFL teachers’ tacit beliefs about online corrective feedback?
3. What is the relationship between Saudi female EFL teachers’ tacit beliefs about
online corrective feedback and their classroom practices?

N

Literature Review

To answer the above research main questions, an attempt is made to undertake a critical
review of the literature in two major areas—teacher cognition in language teaching in general and
online oral corrective feedback in particular—as well as of studies related to the present study.

Teacher Cognition

The development of teacher cognition teems with labels and definitions that reflect the
complex nature of teacher mental constructs. Borg (2006) cited over 30 terms and definitions used
to refer to teacher cognition. Borg (2006) attributed such complexity to “the fact that identical
terms have been defined in different ways and different terms have been used to describe similar
concepts” (p. 35).
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In fact, the main confusion and complexity in defining teacher cognition are mainly based
on the distinction between teacher knowledge and belief (Borg, 2006; Pajares, 1992). Some
researchers have clarified in their definitions of teacher belief that these two concepts are different.
According to Pajares (1992), the most common distinction used in definitions is that “belief is
based on evaluation and judgment; knowledge is based on objective fact” (p. 313). However, some
researchers considered knowledge as a personal construct; thus, a teacher’s belief and knowledge
are “inextricably intertwined” in the teacher’s mind (Verloop, Van Driel, & Meijer, 2001, P. ),
which makes it impossible to distinguish between them ( Borg, 2003; Woods & Cakir, 2011).

Another further distinction that confuses confusion in defining teacher cognition which is
important in understanding teacher behavior in class, is the distinction between two types of
teacher beliefs—that is, stated (conscious/explicit beliefs) and tacit (unconscious/ implicit beliefs).
Argyris and Schon (1974) stated that an individual Theory of Action consists of an Espoused
Theory and a Theory-in-Use. The espoused theory comprises a set of stated beliefs, which are
defined as “statements teachers made about their ideas, thoughts, and knowledge that are expressed
as evaluations of ‘what should be done, ‘should be the case’, and ‘is preferable” (Basturkmen,
Loewen, & Ellis, 2004, p. 244). This type of belief is usually informed by teachers’ technical
knowledge about teaching (i.e., Received Theory) (Phipps & Borg, 2009). Theory in use, on the
other hand—which is the focus of this study—comprises a set of tacit beliefs underlying a teacher’s
actual classroom practices. It is generated from the teacher’s experiences as a learner and a teacher
as well as his/her reflections on these experiences (Borg, 2006). It cannot be articulated and can
only become explicit through reflection, which may end up changing a teacher’s beliefs. This type
of belief is usually informed by teachers’ personal practical knowledge (i.e., Theory-in-Action).
As a result, Borg (2006) defined teacher cognition as “an often tacit, personally-held, practical
system of mental constructs held by teachers and which are dynamic—i.e., defined and redefined
on the basis of educational and professional experiences throughout teachers’ lives” (p. 35).

As a tacit element of teachers’ professional practice, teacher cognition is not readily
understood. However, some generally accepted assumptions supported by literature can provide
some insights into the nature of this construct and its relationship to what teachers do. One main
assumption is that teacher cognition is a situated cognition that is formed and developed through
their experiences in a range of real-life teaching and learning situations (Putnam & Borko, 2000).
The second assumption is that the origin of teachers’ tacit beliefs lies in their experiences as
learners. According to Borg (2004), a teacher teaches similarly to his or her own prior teachers
when in an apprentice-like situation, as a result of spending thousands of hours as schoolchildren
observing and evaluating their teachers’ actions. The third assumption is that teachers’ tacit beliefs
act as a filter that shapes their interpretation of new information. By the time prospective teachers
enter college, their established cognition filters the formal professional knowledge to which they
will be exposed in their educational courses (EI-Okda, 2005). The fourth assumption is that
teachers’ tacit beliefs have a long-term influence on their classroom practices. Teachers’ tacit
beliefs constitute the chief determinant of their behavior in class (Borg, 2009). Woods and Cakir
(2011) insisted that teachers’ practice is “the actual instantiation™ of tacit beliefs at a particular
moment and at a particular place (p. 386).
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Corrective Feedback

Feedback is an essential element of instruction in second or foreign language teaching
(Ellis, 2009). In the general literature on language classroom teaching, the term feedback is defined
as “information that is given to the learner about his or her performance of a learning task usually
with the objective to improve his/her performance” (Ur, 1996, p. 242). Feedback can be either
positive or negative. Positive feedback “affirms that a learner’s response to an activity is correct”
(Ellis, 2009, p. 3). It may include verbal response, such as praise, or nonverbal response, such as
nodding of the head. According to Nunan (1991), positive feedback serves two main functions:
“to let students know they have performed correctly” and “to increase motivation through praises”
(p. 195). Negative feedback, on the other hand, indicates that learners’ use of the target language
is inaccurate or incorrect (Ellis, 2009). Different terminologies have been used interchangeably in
the literature to refer to errors and their corrections, such as negative feedback, corrective feedback,
error correction, and error treatment. However, the term corrective feedback, which is used in this
study, is the most popular term in second and foreign language teaching (Schachter, 1991).

The concept of CF has received much attention in second language acquisition (SLA) and
language pedagogy research (Ellis, 2009); however, there has always been disagreement about
whether to correct errors, when to correct errors, which errors to correct, how to correct errors, and
who should correct errors (Hendrickson, 1978). Teacher cognition about CF is expected to
contribute to a more complete interpretation and understanding of CF. Traditionally, CF has played
a significant role in language teaching. Behaviorists view errors as an indication of the inadequacy
of practice and believe that the teacher should immediately and explicitly correct errors before bad
habits can develop. However, in the 1970s and the 1980s, the nativists’ perspective cast doubt on
the behaviorist perspective. They advocated a complete emphasis on meaningful communication
and a rejection of conscious grammar teaching and explicit CF. One of the most influential
proponents of this view was Krashen (1985), who argued that language, particularly linguistic
forms, can only be acquired consciously and implicitly from comprehensible input. However,
despite the generally successful implementation of Krashen’s input hypothesis, students generally
failed to acquire certain linguistic forms despite being exposed to plenty of comprehensible input
(Swain, 2005). To respond to this situation, a strong reconsideration of CF’s role in facilitating
language acquisition has emerged among the proponents of both cognitive learning theories. Swain
(1985) clarified that comprehensible input is essential but not sufficient for language learning;
therefore, learners need to engage in tasks that require them to produce comprehensible output. To
this end, she insisted that oral CF strategies aimed at prompting accurate output (e.g., through
elicitation, metalinguistic feedback, clarification requests, and repetition) can prompt learners’
interlanguage. Schmidt (1990) argued that noticing or conscious awareness is essential for learners
to develop their target language. As a result, Long (1996) updated his interaction hypothesis by
emphasizing the role of CF, and explained, “environmental contributions to acquisition are
mediated by selective attention and the learner’s developing L2 processing capacity, and that these
resources are brought together most usefully, although not exclusively, during negotiation for
meaning” (p. 417).

Several studies have been conducted to investigate the different types of CF strategies. In an
often-cited descriptive study, Lyster and Ranta (1997) identified the following six CF types based
on teacher-student interaction in French immersion classrooms.

Arab World English Journal
WWW.awej.org
ISSN: 2229-9327




Arab World English Journal (AWEJ) Special Issue on CALL Number 8. July 2022

Saudi Female EFL Teachers’ Cognition and Practices Regarding Online Aloud

1. Explicit correction: The teacher explicitly provides the student with the correct form.

2. Recast: “The teacher’s reformulation of all or part of a student’s utterance, minus the error”
(Lyster & Ranta, 1997, p. 46).

3. Clarification request: The teacher indicates that “a repetition or a reformulation is required”
(Lyster & Ranta, 1997, p. 47). A clarification request includes phrases such as “pardon,”
“sorry,”

or “I do not understand.”

4. Metalinguistic clues: The teacher comments on, provides information about, or questions the
well-formedness of the student’s utterance without providing the correct form (Lyster & Ranta,
1997, p. 47).

5. Elicitation: The teacher elicits the correct form by asking questions, directly asks students to
reformulate their utterances, or elicits completion of students’ utterances by “pausing” to allow
students to “fill in the blank.”

6. Repetition: The teacher’s repetition in isolation of the student’s ill-formed utterance.

Ellis (2009) added another kind of CF—paralinguistic signal, which refers to the use of body
language to provide feedback. Sheen (2011) suggested one more category of explicit correction
with a metalinguistic explanation in which he combined two strategies. These CF strategies differ
along with a range of dimensions, such as the degree of explicitness or implicitness and the
requirement for input provision and output production (Pawlak, 2013). Ellis (2009), for example,
classified CF strategies into two broad categories—input-providing and output-prompting—with
strategies in each category further divided into implicit or explicit (see Table one).

Table 1. Taxonomy of CF Strategies

Strategy Implicit Explicit
Input-providing Recast Explicit correction
Output-prompting Repetition Clarification request ~ Metalinguistic explanation Elicitation

Paralinguistic signal

Note 1. Ellis (2009, p. 8).

Online Corrective Feedback

Warschauer and Ware (2006) describe online feedback as “a means by which human
feedback can be provided by technology” (p. 109). Computer-Mediated Communication (CMC)
technologies have provided some online platforms for providing feedback such as Blackboard,
Google Classroom, Teams, Padlet, and more. Online feedback can be provided through these
platforms either in a text-based form or audio using a video or recorder.

Providing online feedback has some benefits, such as (1) overcoming time and place
constraints, (2) increasing the provision of constructive feedback (Liou & Peng, 2009; Pham &
Usaha, 2016,) (3) developing the learner’s linguistic accuracy and fluency (Tseng & Yeh, 2020)
and (4) facilitating feedback personalization and reducing students’ anxiety about receiving
immediate feedback in a face-to-face setting (Martin, Alvarez, & Espasa, 2022).
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Corrective Feedback and Teacher Cognition

Empirical research on CF has grown rapidly over the last few decades. One of the recent
subsets of inquiry in CF research is concerned with teachers’ beliefs behind their CF behavior
(Mori, 2011). Most studies relating to this inquiry have been qualitative in nature with their focus
on investigating teachers’ stated beliefs about CF and their relation to classroom practices
(Alkhammash & Gulnaz, 2019; Althobaiti, 2012). Only a few studies like those of Atai and Shafiee
(2017), Mori (2011), and Shafiee, Nejadghanbar, and Parsaiyan (2018) have examined teachers’
tacit beliefs about oral CF.

Mori (2011) qualitatively analyzed how the tacit beliefs of two English as a Foreign
Language (EFL) in-service teachers shaped their CF practices in a Japanese context and how these
types of beliefs are affected by social, cultural, personal, and experiential factors. Another study
was conducted by Atai and Shafiee (2017) to investigate the pedagogical knowledge base
underlying the oral CF provided by three Iranian EFL teachers in grammar instruction. The authors
inferred 19 categories that were classified into three major themes: “professional knowledge” (i.e.,
knowledge of form-focused instruction), “procedural knowledge” (i.e., knowledge of reactive
focus-on-form in grammar lessons), and “personal knowledge” (i.e., knowledge of classroom
management regarding oral CF). Shafiee, Nejadghanbar, and Parsaiyan (2018) investigated
teachers’ cognitions underlying the provision of oral CF, as well as the transformative role of
reflective inquiry for a male in-service EFL teacher as an ongoing development vehicle. The
teacher showed an increased awareness of his informed online decisions and critical reflections
and evaluations of the status, including facing administration constraints, criticizing teacher
recruitment standards, and evaluating his and his colleagues’ error treatments. However, to the
best of the researcher’s knowledge, none of these studies consider teachers’ cognition and practices
regarding CF in a speaking class. Speaking is one of the major skills in language learning. Through
corrective feedback, the students will be apple to practice speaking effectively without hesitation
of making mistakes during their communication with others.

Furthermore, with the developments of e-learning platforms especially during the crisis of
the Covid-19 pandemic, some studies have been conducted to investigate teachers’ s perceptions
of e-learning in general. A few studies have been conducted to investigate teachers’ perceptions
of giving online feedback in writing classes (Ab Hamid & Romly,2021). However, to the best of
the researcher’s knowledge, none of those studies consider teachers’ cognition and practices
regarding the online speaking class. This study attempts to enrich the body of literature by
exploring Saudi Female EFL tacit beliefs and practices about online corrective feedback and the
relationship between them.

Methods
Research Design

The present study adopted a multiple case study design which is a common qualitative
research design. This type of design had been chosen because it could generate a rich and detailed
description of each case, which contributed to an in-depth understanding of a highly complex
phenomenon, namely teachers’ tacit beliefs in relation to their classroom practices.
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Participants

The participants were five Saudi female EFL pre-service teachers. The preservice teachers
were fourth-grade students in Languages and Translation College at Imam Muhammad bin Saud
University who were experiencing practicum at schools in Riyadh, Saudi Arabia. Convenience
sampling and purposeful sampling were chosen for participant recruitment. The participants of the
study were volunteers who consented to participate by signing an informed consent letter. Through
purposeful sampling, the cases who have completed their practicum process were selected
purposefully. Moreover, due to the cultural restrictions, this study investigated the cognitions and
practices of Saudi female EFL teachers exclusively, and thus no Saudi male EFL teachers were
involved in it.

Data Collection Instruments

This study adopted a qualitative approach to explore teachers’ tacit beliefs and practices.
The duration of the study was one full semester (i.e., four months and three weeks). Since eliciting
teachers’ tacit beliefs was challenging, in-depth data collection instruments that involved multiple
sources of information were used. These included online classroom observations, face-to-face
semi-structured interviews, and stimulated recall interviews. These different methods of data
collection interacted with each other through the use of the “practical argument” process. The
practical argument is a formal elaboration of practical reasoning that “lays out a series of reasons
that can be viewed as premises and connects them to a concluding action” (Fenstermacher &
Richardson, 1993, p. 103). According to EI-Okda (2005), these elicited premises will assist
teachers to verbalize, modify, or change the tacit beliefs that constitute their theories of action.

Observation
Online classroom observations had been conducted by the researcher through the
web/mobile application MyU (https://myu.co/). The observation scheme used by the researcher in
this study comprised predetermined observation categories (i.e., CF strategies and error types
based on Ellis’s [2009] CF classification (see Table one) and field notes.

Semi-structured Interviews
Face-to-face semi-structured interviews, preceded by online class observations, were
conducted at school with teachers every week throughout the semester. The semi-structured
interviews followed a guide that included a set of open-ended questions and probes, which covered
specific domains such as preferred CF strategies, relevance of these strategies to error types, and
opinions regarding the effectiveness of each strategy.

Stimulated Recall Interviews
The stimulated recall interviews were associated with the semi-structured interviews, one
day after the online observation of the teachers’ feedback to overcome any obstacle that could
result from the short-term memory of participants. For the stimulated recall, a simple interview
guide based on the research questions was used and the stimulus was the transcripts of each
teacher’s preceded online CF sessions.

Each interview session usually lasted for approximately 45 minutes, during which data for
each participant were collected until saturation was reached when additional data no longer
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contributed further information. The interviews were audio-recorded and transcribed. A word
processor was used to transcribe the digital recordings.

Research Procedures

The duration of the study was one full semester (i.e., four months and three weeks). Each
teacher conducted an online speaking class once a week through the web/mobile application MyU
(https://myu.co/). They uploaded the assigned speaking task of each unit following the school
curriculum and assigned textbook. The students logged into their accounts using the access code
generated by their teacher to submit their oral individual responses. The teacher in turn provided
feedback to each student.

Data Analysis

The process of data analysis in this study comprised two phases: (1) analysis of teachers’
OCEF to explore their teaching practices, and (2) analysis of stimulated recall and semi-structured
interview responses. The researcher first analyzed the online observational discourse of each
teacher to identify OCF episodes as units of analysis and to code the OCF strategies according to
Ellis’s (2009) framework (see table one). As the feedback was provided either as text or audio, the
paralinguistic signal was excluded from the analysis. However, Sheen’s (2011) explicit correction
with a metalinguistic explanation was included.

The researcher next performed inductive data analysis for the two types of interviews
following the open, axial, and selective coding processes of the grounded theory. Excerpts of the
transcribed data were highlighted and coded. The nodes feature in NVivo 10 was used to produce
a list of open codes. Similar or compatible nodes (i.e., codes) were grouped together to identify a
highly abstract level of connection between the codes to represent the main themes of the study.

To verify the dependability and reliability of the codes, the researcher applied inter-coder
reliability. For observation coding, a second coder observed one online class for each teacher using
a copy of the researcher’s observation scheme and all definitions of the codes with examples. The
researcher and the second coder convened and calculated a 75% agreement on the codes. For the
interview coding, a list of the nodes (codes) and their descriptions were exported from the Nvivo
analysis software and emailed to a colleague of the researcher along with the interview transcripts.
There was an 80% agreement on the codes before reconciliation and 98% after reconciliation.

Results
Role of Online Corrective Feedback in Classroom

The findings of the study revealed that all five teachers held positive beliefs about the role
of CF in online EFL classes. Though two of the teachers were not satisfied with their English
teachers’ corrective feedback when they were students at school, they believed that it is a must in
the EFL classroom. However, the practices of these two teachers differed from the others in which
they tried to provide positive feedback (i.e., praises) more than negative feedback (i.e., CF).
Moreover, all the teachers reported that online CF decreases students’ anxiety about receiving oral
CF. The teachers believed that students fear receiving oral CF in front of their teachers and peers
in traditional classes. One of the teachers argued, based on her previous experience as an EFL
student, that oral CF in speaking traditional classrooms raises the anxiety of students as they often
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focus on producing perfect language with perfect grammar. Three teachers reported that online CF
gave them the chance to provide feedback to each student privately. This allowed them to
understand students’ differences and needs regarding their speaking skills.

All the teachers pointed out that the quantity of CF provided is one of the most valuable
benefits of the online teaching setting. Two teachers reported that the online setting allowed them
to provide approximately two times as much feedback as that in the traditional classroom. One of
the teachers said, “I have much time to provide more precise and compatible feedback.” Another
commented that online CF allowed her to provide clearer and more detailed information that was
not possible in a traditional class. The teachers argued that in traditional classrooms, they do not
have time to give feedback to each student. One of the teachers said, “I am teaching 30 students in
one class, so how can I deal with this number of students while providing feedback.” She added,
“MyU App saved my time and effort and gave me the chance to figure out my students’ real level
of proficiency.”

Frequency of Online Corrective Feedback Strategies

It was found that the teachers corrected students’ errors using a range of OCF strategies.
The observational data revealed that most teachers used output-prompting strategies more
commonly than input-providing strategies. This reflected their interest in prompting self-
correction discovery and reduction of the students’ need for assistance. Table two indicates that
metalinguistic clues and elicitation were the most frequently used online CF strategies. Teachers
believed that these two strategies provided students with the opportunity to retrieve their previous
knowledge and correct errors according to what they already knew. Two of the five teachers
believed that these two strategies allowed the students to use their higher-order thinking skills,
while another added that these strategies helped students become less dependent upon their
teachers. Furthermore, the teachers never used repetition to correct errors in online speaking
classes. Some of them argued that they used this strategy in their traditional classes but avoided
using it in this study because they were afraid that the students would not understand it.

Moreover, the teachers believed input-providing strategies to be more effective than
output-prompting strategies in dealing with time limitations and the low level of proficiency of
students that hindered the provision of oral CF. In particular, explicit correction with metalinguistic
explanations was the most frequently used strategy. Teachers believed that this strategy not only
indicated the student’s errors but also provided them with explanations to help avoid making such
errors. In addition, the teachers argued that the non-concurrent (i.e., asynchronous) mode of online
communication gave them the chance to take their time to compose this type of feedback strategy.

Table 2. Teachers' frequency of CF strategies

OCEF strategies N F
Input-Providing Strategies

Recast 25 8%
Explicit correction 64 21%
Explicit correction with | 65 21%

metalinguistic explanation
Output-Prompting Strategies
Metalinguistic clue 107 35%
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Elicitation 131 42%
Repetition 0 0
Clarification request 18 5%

Frequency of Online Corrective Feedback Strategies about Types of Errors in Speaking

The observational data revealed that the selection of CF strategies was highly associated
with the type of error related to speaking skills (i.e., lexical, phonological, grammatical, and
fluency-related errors) For all five teachers, the data revealed that input-providing strategies were
the most frequently used for correcting phonological and intonation errors (see tables three and
four). The explicit correction was used to address phonological errors as it provided students with
the correct form in a clearer, direct way. Some of the teachers articulated that students should hear
correct pronunciation from a teacher rather than their peers because this pronunciation is more
authentic. As for lexical and grammatical errors, output-prompting CF strategies, particularly
elicitation and metalinguistic clues were the most frequently used strategies for correction (see
table three). The teachers believed that output-prompting strategies would help students actively
engage in the process of correction, which could ultimately help them to develop vocabulary and
master grammar. Both elicitation and metalinguistic clues strategies were also highly associated
with correcting fluency-related errors, with teachers believing that students just needed clues to
guide them in their ideas to convey the meaning correctly.

Table 3. Teachers' frequency of OCF strategies in relation to error types

OCF Strategies Error Types

Intonation Pronunciation Grammar Lexical Fluency

F | % F | % F | % F | % F | %
Input-Providing Strategies
Recast 0 0% 5 2% 8 3% 12 4% 0 0%
Explicit 3 1% 54 17% 3 1% 4 1% 0 0%
correction
Explicit 1 0.3% |23 7% 26 8% 15 5% 0 0%
correction  with
metalinguistic
Explanation
Output-Prompting Strategies
Metalinguistic 1 03% |0 0% 40 13% 60 19% | 6 2%
clue
Elicitation 1 03% |25 8% 39 12% 56 18% |8 3%
Repetition 0 0% 0 0% 0 0% 0 0% 0 0%
Clarification 0 0% 7 2% 2 06% |6 2% 3 1%
request

Furthermore, it was found that the teachers used audio when correcting phonological and
intonation errors, and text when correcting grammatical, lexical, or fluency-related errors. One of
the most interesting observations regarding metalinguistic comments was that half of the teachers
related their comments to real-life to attract the students’ attention. For example, two teachers used
the name of the famous national football team, “Al-Hilal,” to help their students guess the correct
meaning of the words “national” and “fan” (see table four). Another teacher, who taught at a
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Tahfeez school at the time of the study, used quotes from the Holy Quran or Prophet Mohammad
(peace be upon him) while correcting students’ errors to increase their motivation (see table four).

Discussion

In this study, the data confirmed that teachers’ OCF practices were strongly driven by their
tacit beliefs. As result, the teachers’ OCF beliefs were congruent with their practices within this
study. The observational data revealed that the five teachers corrected most of the students’ errors.
This reflected the strong effect produced by their positive tacit beliefs toward implementing OCF
in EFL-speaking classrooms. All of the teachers believed that OCF was essential for improving
their students’ English. The data indicated that output-prompting strategies were more commonly
used than input-providing ones. This practice highlighted the teachers’ belief that output-
prompting strategies were more effective than input-providing strategies due to their
encouragement of self-correction. The last consistent aspect was reflected in the teachers’ belief
about the association between the choice of OCF strategy and the type of linguistic error.

Such findings echo the results of previous studies (Atai and Shafiee, 2017; Mori, 2011;
Shafiee, Nejadghanbar, & Parsaiyan, 2018). The study of Mori (2011), for example, clarified how
the tacit beliefs of two English as a foreign language (EFL) in-service teachers shaped their CF
practices in a Japanese context and how these types of beliefs are affected by social, cultural,
personal, and experiential factors. Thus, the finding of this study reemphasized that the tacit beliefs
of the teachers exert a more powerful influence on their classroom practices than their stated
beliefs, which are more akin to theoretical knowledge than to reality.

Furthermore, the data of this study showed that the teachers believed that CF in online
classes is effective for mitigating problems regarding time, student anxiety, motivation, low levels
of proficiency, and so on. In line with these findings, Mori (2011) indicated that students’ anxiety
is one of the main obstacles preventing the application of CF in traditional classes. His study
revealed that oral CF in traditional classrooms raised the anxiety of Japanese students as they
would often focus on producing perfect language with perfect grammar. Martin, Alvarez, & Espasa
(2022), on the other hand, found in their study that online corrective feedback facilitated students’
personalization and reduced the anxiety that they usually face while receiving immediate feedback
in a face-to-face classroom setting. Similarly, the study by Tseng & Yeh (2020) shows that OCF
reduced students’ anxiety and helped them to develop greater linguistic accuracy in their English-
speaking performance.

Conclusion

As indicated above, the present study is the first of its kind to focus on EFL teachers’ tacit
beliefs and practices in relation to online corrective feedback strategies in speaking class. The
findings confirm that the teachers’ tacit beliefs strongly informed their practices, as these tacit
beliefs were congruent with their practices in this study. The observational data revealed that all
seven teachers corrected most of their students’ errors using various OCF strategies. This reflected
the strong effect produced by their positive tacit beliefs toward implementing OCF in EFL
classrooms. The teachers reported that the online CF motivates the students and decreases their
anxiety about receiving oral CF in front of their teachers and peers.

Arab World English Journal | 66|
WWW.awej.org
ISSN: 2229-9327



Arab World English Journal (AWEJ) Special Issue on CALL Number 8. July 2022

Saudi Female EFL Teachers’ Cognition and Practices Regarding Online Aloud

The findings offer the following pedagogical recommendations to teachers, as well as
future studies. As technology, in particular, the Internet has revolutionized teaching, it is
recommended to replicate the current study in various online settings instead of a traditional one.
Moreover, capturing CF in an online setting is a complex issue; hence, simplistic pedagogical
prescriptions cannot reflect the reality in which teachers enact OCF. Therefore, teacher educators
should emphasize the overwhelming number of factors (e.g., cognitive, affective, and contextual)
that compete for influence over teachers’ CF practices and illustrate how teachers can achieve
balance in their choices. In addition, the findings highlight the importance of practical argument
as a systematic collaborative dialogue between the teacher and others (e.g., a teacher educator or
peers) to expose the underlying reasons for the behaviors of teachers (Fenstermacher &
Richardson, 1993). Therefore, | recommend the incorporation of practical arguments in teacher
education programs to raise teachers’ awareness of their beliefs and practices. Such awareness
could contribute to the development of their teaching practices, which is the fundamental goal of
an educational training program. Notably, this argument aims to support rather than a judge to
ensure effective support for teachers.
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Appendices
Table 4. Examples of OCF strategies used to correct student errors
OCEF strategies Samples Error Type
Metalinguistic clue S: The lady buy a shoulder bag two | Grammatical error
days ago.
T: It is the simple past, something
that happened in the past.
Explicit correction S: They didn’t listen /?/ to the Pronunciation error
radio yesterday.
T: We do not say listen. We say
listen /'ls.on/
Elicitation S: There are two colors: black Lexical error
and green.
T: There are two colors: black
and. ..
Recast S: We were all in the Pronunciation error
museum/?/.
T: Museum /mju: zi.om/
Explicit Correction with | S: Itis a notion team. Lexical error
Metalinguistic Explanation T: No. It is a national team. The
name of our national team is Al-
Hilal and that of our international
team is Saudi Falcons. Is it clear?
Explicit Correction with | S: There were three ladies in the
Metalinguistic Explanation garden. Intonation error
T. You read the words in the
sentence using the same tone. You
should emphasize “three ladies”
with a high tone. For example, you
can say, “There were three ladies in
the garden.”
Clarification request S: | preferred to go alone. Fluency error
T: Sorry your idea was not clear. Can
you clarify more?
Arab World English Journal | 69|

WWW.awej.org
ISSN: 2229-9327



INTERNATIONAL PEER REVIEWED JOURNAL ISSN: 2229-9327

Arab World English Journal (AWEJ) Special Issue on CALL Number 8. July 2022 Pp.70- 87
DOI: https://dx.doi.org/10.24093/awej/call8.5

An Exploration of Students’ Willingness to Communicate in Thai EFL Online Classroom

Patthaya Punyaporn
Language Institute, Thammasat University
Bangkok, Thailand
Corresponding Author: patthaya@g.swu.ac.th

Kittitouch Soontornwipast
Language Institute, Thammasat University
Bangkok, Thailand

Received:03/03/2022 Accepted: 06/03/2022 Published: 07/25/2022

Abstract

This study aims at exploring the level of Thai EFL undergraduate students’ willingness to
communicate in English language online classrooms. The crucial evidence from students’ voices
was investigated through the mixed-methods paradigm, called exploratory sequential research
design which employed a qualitative, followed by a quantitative approach to answer the main
research question that investigated the levels of Thai EFL undergraduate students’ willingness to
communicate in English language online classrooms. In the first phase, qualitative data was
collected and analyzed from focus group interviews to elicit the rich data in deep detail and explain
some outstanding points of view from the participants at the university level. Then, the results
from the qualitative phase were used as a guideline to develop the questionnaires which were
relevant to the willingness to communicate in online classrooms. One thousand one hundred and
nineteen participants (N=1,119) responded to the questionnaires. Results showed that the salient
factors that influenced the level of students’ willingness to communicate in online classrooms were
communication channels, students’ beliefs, peer influence, teachers’ characteristics, teaching
methods, and online classroom atmosphere. The findings of this study can create teachers’
awareness when teaching online and can be used to seek out how to improve themselves and adjust
their own teaching approach to enhance their students’ online language learning outcomes in the
future. Recommendations for further research are addressed in the end.
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Introduction

Due to the COVID-19 pandemic, this crisis has suddenly affected the educational system
all around the world. The Thai educational system has also been disrupted by this crisis. To control
the spread of Coronavirus, schools and academic institutions are all shut down suddenly and the
way of teaching has changed dramatically and shifted away from the normal classroom to online
teaching and learning by using various digital platforms. Simply put, the face of Thai education
has been transformed according to the spread of Coronavirus. Both teachers and students have to
work and study from home which has never happened before and we inevitably have to face a new
challenge and try hard to adapt ourselves to the new social setting. Therefore, learning online has
been providing opportunities for more learners to continue their education according to the current
situation. The emergence of online education has created a channel where students no longer need
to be able to meet face-to-face in the normal classroom to complete a course. The convenience and
flexibility can be offered by the familiar words “anytime”, and “anywhere” which meant that
accessibility can be seen as an advantage in the area of online learning. This makes the students
far more convenient than traditional classroom learning experiences (Berge,1997; Harasim, 1990;
Simonson, 2000).

In English classes, it is known that speaking is an important productive skill that will
enhance students’ oral communication. A high degree of willingness to communicate in a language
classroom is required as Freiermuth and Jarrell (2006) pointed out that ineffective interaction and
language production led to a lack of willingness. Encouraging students’ willingness to speak in the
online classroom has become a new challenge for English teachers nowadays after the Coronavirus
pandemic. From the researcher’s direct experience, the problem occurred when it was found to be
a lot harder to create students’ willingness to communicate while teaching online. For example,
we don’t know exactly whether they are still studying with us or not because they always turn off
their cameras so it is quite challenging for the teacher to cope with that kind of situation. Therefore,
the issue of students’ willingness to communicate in an online classroom is worth conducting to
build upon and expand existing knowledge in light of students’ advantages.

Moreover, it is crucial to find out what makes some students willing to communicate while
others are unwilling to communicate in an online classroom. This issue should be taken into
consideration in the new changing face of English language teaching. Furthermore, it is worth
noticing that most previous research studies were conducted in a normal classroom or face-to-face
classroom, not in an online classroom as found in this study. For this reason, conducting research
in an online classroom is considered equally important as it occurred in a normal classroom because
the sudden outbreak of COVID-19 might change the face of foreign language education. In the
Thai EFL classroom context, there has not yet been explored more of the level of students’
willingness to communicate in online classrooms. To bridge this gap, this present study, therefore,
aims to investigate the level of students” WTC in online classrooms because of the scarcity of
research in this aspect.

Based on the research objective of this study, the current study addresses the following
question.
RQ: What are the levels of Thai EFL undergraduate students’ willingness to communicate in
English language online classrooms?
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Review of Literature
Willingness to Communicate

McCroskey and Baer(1985), McCroskey and Richmond(1990, 1991) developed the
concept of the “Willingness to communicate” construct based on the original concept of the word
“Unwillingness to communicate” (UWTC) proposed by Burgoon (1976). She originally proposed
and validated the measurement of unwillingness to communicate within the native language
context only. The concept of unwillingness to communicate was interrelated among anomia and
alienation, introversion, self-esteem, communication apprehension, and reticence. Consequently,
people tend to avoid and/or devalue oral communication.

Later, the WTC construct was first used and developed by McCroskey, Fayer, &
Richmond(1985), and the study was conducted regarding communication in the native language.
The term “willingness to communicate” has been defined as the underlying tendency to talk to
others which are rooted in a personality variable. They also highlighted that communication
competence, communication apprehension, self-esteem, and cultural diversity can be counted as
predecessors of WTC. Regarding culture, they also suggested that any kind of generalization
should be done with that issue. Maclntyre and Charos(1996) developed path analysis to explore
the relationships among the variables to predict willingness to communicate in the first language.
They also examine the impact on the frequency of second language communication, and the role
of global personality traits. The effect of significant paths on the frequency of communication from
the willingness to communicate in the second language, language learning motivation, perceived
L2 communicative competence, and also the opportunity for contact with second language
speakers were found in this study. Moreover, they indicated that global personality traits and
language-related affective variables initiated the psychological context for second language
communication. According to the definition of WTC, Macintyre, Clément, Dornyei, and Noels
(1998) defined it as the readiness of learners to enter into conversation at a particular time with a
specific person or person using the second language.

Communication
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Communicate Intention

314
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Figure 1. Heuristic model of variables influencing WTC (Maclintyre et al., 1998, p. 547)
Figure one demonstrated the Heuristic model of variables influencing WTC. It revealed that L2
learners’ communication behaviors were influenced by the interrelation among social and
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individual contexts, affective cognitive context, motivational propensities, situated antecedents,
and behavioral intention. However, this model was argued by Wen and Clement (2003) that can
only be implemented in the Western context. However, this model can be used as a reference in
both Western the Eastern context nowadays.

From previous studies, the notions of willingness to communicate (Maclntyre et al., 1998;
Hashimoto, 2002; Vongsila & Reinders,2016), willingness to talk (Menzel & Carrell,1999), and
willingness to speak (Riasati, 2012; Hsu & Huang, 2017) can be referred to as the similar concept
as it appears in this study. Encouraging language learners to communicate effectively is a major
goal of language teaching. It is undeniable that teachers can play a significant role to help learners
to develop WTC in the language classroom (Dornyei, 2007). In some previous studies, it has been
recognized that teachers play a significant role as they create effective learning and communication
in English classrooms. Importantly, students’ learning would depend so much on teachers’
teaching (Wen & Clement, 2003, cited in Gol et al., 2014). One of the most challenging language
teachers’ roles is how to make learners communicate. Concerning the characteristics of Asian
students, it has frequently been reported that they are passive and shy, and they are not willing to
answer questions in the EFL classroom (Cheng, 2000; Liu, 2005; Tsui, 1996;). From previous
studies, many researchers mentioned that learners’ WTC is influenced by teachers by addressing
factors such as learners’ self-confidence and anxiety or by choosing topics of learners’ interests
(Cheng, 2000; Tsui, 1996; Xie, 2011).

The earlier studies suggested that the essential components of the language learning process
such as interlocutor interaction and pattern of interaction: teacher-fronted situation, dyad,
small group, topic, and type of task can affect learners” WTC (Cao & Philp, 2006). According to
Cao’s (2011) study, the students expressed that they are likely to be willing to interact more when
they like their teachers. This is consistent with Zarrinabadi’s (2014) study which found that when
the teachers encourage and support them to talk, for instance, by giving students sufficient time to
think before answering questions; or allowing students to choose topics of discussion that are
interesting for them, students tend to be more active when they use a foreign language in their
classroom.

Some researchers have done empirical studies in this field by employing various methods
to investigate what factors influence students’ second language learning. They found some factors
affecting students’ WTC in different contexts. For example, in the Korean EFL context, qualitative
research was conducted by Kang (2005), who collected the data by utilizing interviews, stimulated
recall, and videotaped conversations with four Korean students who attended a conversation
partner program in the USA. In conclusion, she postulated that the situational emergence of L2
WTC can be counted as an interactive effect of three psychological situations, which were
responsibility and security, excitement, and also three situational variables, which were topics,
interlocutors, and conversational contexts. Additionally, she found an association between
speaking in an L2 and feeling safe from anxiety.

In connection with the interlocutor issues, it also appears in the results of Cao & Philp’s
study(2006) which found that learner’s WTC was influenced by the familiarity with interlocutors,
interlocutors’ participation, and group size. Later, Cao (2009) also asserted the factors which can
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influence students” WTC in classrooms, including topic, task type, interlocutor, and teacher. More
specifically, task types, Peng(2014) asserted that L.2 students’ degree of WTC could be noticeably
affected by task types. This is consistent with Pattapong(2010) who maintained that the nature of
the task, level of difficulty, and the time allowed for completing the task can influence L2 students’
WTC.

In recent studies, some studies were conducted in the Eastern context in relation to students’
WTC and online learning. For instance, Weda, Atmowardoyo, Rahman, Said, and Sakti (2021)
attempted to investigate what factors influenced students’ willingness to communicate in online
learning during the Covid-19 pandemic in higher education in Indonesia. 71 students participated
and responded to the questionnaire. They found that most students liked to participate in group
discussions, and they prefer online class discussions rather than offline class discussions. This
finding was still in line with the aforementioned definition of WTC that Macintyre, Clément,
Dornyei, and Noels (1998) stated, which meant that they were ready to communicate in online
classrooms. In terms of nervousness, they mentioned that students could express their feelings and
other opinions in online classes without feeling nervous.

Due to the paucity of research in the Eastern context, this study, therefore, aims to explore
the level of Thai EFL undergraduate students’ willingness to communicate in English language
online classrooms.

Methods
Participants

This study employed an exploratory sequential mixed methods research design which
comprised two phases. In the qualitative phase, the participants in this step were six Thai first-
year EFL undergraduate students of a state university in Thailand who enrolled in a foundation
English online course and have been taught by Thai teachers in the academic year of 1/2020.
Purposive sampling was employed for sample selection.

In the quantitative phase, the participants were 1,119 Thai EFL first-year undergraduate
students. The participants came from different faculties and they had mixed abilities according to
their admission scores. All foundation English classes were assigned to teach 100% online via
online platforms according to the pandemic crisis.

Research Instruments
Focus Group Interview

A Focus group interview was employed in this study to elicit the rich data and was the
primary data source that reflects the participants’ perceptions of their willingness to communicate
in online classrooms and create a better understanding of what exactly happened in online
classrooms.

Willingness to Communicate Questionnaire

After having all qualitative data analyzed, the questionnaire was gathered, created, and
adapted from the Willingness to Talk in Class Scale (Menzel & Carrell, 1999). This scale was
previously utilized within traditional classrooms and used to be conducted on non-Thai
participants. In this study, this scale was adapted and added more items related to the results from
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focus group interviews in the Thai EFL context. However, some mismatched items from the scale
were considered to be omitted from the current questionnaires according to the current online
learning situation.

Then, the experts were asked to validate all items in the questionnaire by rating means of
IOC (Index of item objective congruence). Items on research instruments scored greater than .50
and were consistent with expert judge validity. To avoid any misinterpretation due to the lack of
English proficiency of the participants, all research instruments were translated into Thai. The pilot
study was conducted by distributing it to 53 students via Google Form to ensure that the
questionnaire is reliable.

Research Procedures

An exploratory sequential mixed methods research design was employed in this study. The
researcher utilized a focus group interview via an online platform to collect rich data from the
students in the first step and then used the findings from the qualitative phase to develop a
questionnaire to measure the level of students’ willingness to communicate in online classrooms.

First of all, six students from two sections were purposely selected to participate in the
focus-group interview session. They were all freshmen and studied Foundation English courses
online. The interviews were taken approximately between 20-30 minutes and all were recorded
and transcribed. Accordingly, the participants can be ensured that their identity would be kept
anonymous and confidential by using a pseudonym in the process of the research. Sample interview
questions mapped to the research question based on the Willingness to Talk in Class Scale (Menzel
& Carrell, 1999).

After the results from the focus group interviews were collected, transcribed, and analyzed
by using thematic analysis. Then, the data was developed and made compatible with teaching and
learning situations in online classrooms. The next phase started with forming the questionnaire
which was developed based on the rich data elicited from the interviews and adapted from the
Willingness to Talk in Class Scale (Menzel & Carrell, 1999). When the first semester ended, 49-
items of the questionnaire were distributed to the participants via the online Google Form with
their teacher's permission. When receiving all 1,119 responses from the participants, the obtained
data were collected, calculated, and analyzed by using Statistical Package for the Social Sciences
(SPSS) program. Means and standard deviations were calculated.

Results
Results from Focus Group Interview with Students

The qualitative findings were transcribed and analyzed by employing thematic analysis to
develop the questionnaire for answering the research question. The themes emerged and are
described below.

Communication Channels (Camera turning on/off)

Concerning communication channels, the issues of turning on and turning off their camera
while learning online emerged and influenced their willingness to communicate. The results from
students’ interviews below showed the reasons why they preferred to turn off their cameras during
studying online.

Arab World English Journal
WWW.awej.org
ISSN: 2229-9327




Arab World English Journal (AWEJ) Special Issue on CALL Number 8. July 2022

An Exploration of Students’ Willingness to Communicate Punyaporn & Soontornwipast

Nid: | feel nervous when | turn on the camera. | feel safer when 1 turn off the camera.
That’s why the students choose to turn off the camera. This is my privacy.
Moreover, one of the students who usually turned on her camera also gave her opinion about how
her willingness to communicate related to turning on/off her camera while studying.

Pim: It doesn’t relate to each other because even when I turn off my camera, I still pay a
lot of attention to what the teacher said and always jot down the note myself.

Communication Channels (The stability of the internet network)

From the student’s interview, the stability of the internet network also affects the student’s
WTC. The researcher also found out that some students could not continue their studies because
of the instability of the electricity system at home. An example is Som who stated:

Som: | prefer studying in the face-to-face classroom because we are sometimes in trouble
with unstable internet networks so it is quite difficult for us to share screens and work as a
group with friends. For this reason, it made us finish our work quite late. However, it is
good for us to stay home and study online. I am willing to speak when the teacher gives us
a chance to speak but my problem is the bad internet network which makes it hard to
communicate while studying online. When the teacher asks a question, I will be ready to
answer.

Peer Influence

The influence of peers also became one of the important factors that affected participants’
WTC. The participants preferred to communicate with their teachers and friends openly without
any pressure as can be seen from the following opinions:

Vera: Peer pressure is another factor that makes me feel embarrassed because | feel that |
am an outstanding person when the teacher calls out my name and my teacher and friends
will focus on what | said in the class.

The power of peer pressure still appeared in many dimensions especially, when one of their
friends became the center of attention while he/she was talking. Pim also emphasized that she was
willing to talk more if her peers would not make her feel embarrassed.

Pim: Sometimes I cannot remember the English vocabulary as I don’t know what it is

called. I am also afraid of peer pressure because when | speak English in the classroom, my

friends sometimes make fun of me and that makes me embarrassed.

Teachers’ Characteristics (Generation gap between teachers and students)

These responses emerged from students’ interviews. Vera and Nid who took part in the
study, expressed their different attitudes toward the relationships between students” WTC and their
teachers regarding the generation gap between them as follows:

Vera: The way the teacher speaks a word will encourage the students to talk in English and
make the students willing to talk. If the teacher looks younger, it will create a better
understanding between us. In my point of view, it helps reduce the pressure and distance
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between teachers and students so | think teachers’ personality also plays an important role

in encouraging students to learn.

In Vera’s opinion mentioned above, she had a positive attitude toward the teacher who
looks young, whereas Nid argued that she had a positive attitude towards the teacher who looks
older as stated below.

Nid: Learning with the older teacher makes me feel comfortable to learn with because |

feel like she is a mother. Sometimes she tells her own story from her own experiences and

makes me feel familiar with her and easy to approach. The teacher is very helpful and gives
us support when we cannot get the correct answer and she will make a correction for us
when we use grammar incorrectly.

Teachers’ Characteristics (Personality)
According to participants’ responses, teachers’ personality also plays an important role to
increase students” WTC. This is supported by these participants’ interviews.

Som: The teacher often tells some funny story as he is a funny guy and speaks English with
simple words which are easy to understand and often share his experience in his life.

Tan: The teacher is very helpful, easy-going and takes good care of his students.He likes
to make conversation with his students quite often.

Teachers’ Characteristics (Relating to teacher’s nationality)
According to the teacher’s nationality, one of the participant’s responses demonstrated that

studying English with a native English-speaking teacher was her preference as suggested below.
Pim: From my experience, | often speak English with native English speakers because they
always persuade us to talk so we can have a chance to practice speaking English all the
time.Whereas Thai teacher hardly persuades us to speak English that much, But he usually
focuses on teaching English grammar and following the coursebook. If the teacher gives
us a chance to speak, then | will speak English.

Results from Questionnaire

After distributing the questionnaire, the total number of 1,119 responses the questionnaire
was sent back to the researcher. Of the participants, 70.51% were female and 29.49% were male.
After administering the questionnaires, the obtained data were collected, calculated, and analyzed
using Statistical Package for Social Sciences (SPSS). To answer a research question, means and
standard deviations were calculated for six categories which were communication channels,
students’ beliefs, peer influence, teachers’ characteristics, teaching methods, and general online
classroom atmosphere.
Research question: What are the levels of Thai EFL undergraduate students’ willingness to
communicate in English language online classrooms?
Table 1. Descriptive statistics of students’ willingness to communicate regarding communication
channel

X
Items Students’ Willingness to Communicate SD.
Communication Channels
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I am willing to communicate when | turn on my camera while learning 3.02 1.12
online.

I am willing to communicate when | turn off my camera while learning 4.13 0.95
online.

I am willing to communicate when | can see the whole face of my teacher 411 0.89
as it makes me understand better.

I am willing to communicate when the internet network is stable. 4.25 0.83
I am willing to communicate when | can type a message via chat box for 4.29 0.83
communicating with my classmates and my teachers.

As illustrated in Table one, it showed a descriptive analysis of the levels of Thai EFL
undergraduate students” WTC in English language online classrooms related to communication
channels. It can be seen that the participants were willing to communicate when they had a chance
to communicate with the class by typing a message into the chat box at a very high level as shown
in item 5 (mean = 4.29, SD = 0.83). Followed by item 4(mean= 4.25, SD =0.83), the participants
had a very high level of willingness to communicate when they found the stability of the internet
network, so which made them feel comfortable communicating easily with the classroom.
Whereas, turning on my camera while learning online in item 1(mean = 3.02, SD = 1.12) had the
least effect on students’ willingness to communicate as the rate appeared at a moderate level.
Table 2. Descriptive statistics of students’ willingness to communicate regarding students’

beliefs
Items Students’ Willingness to Communicate X SD.

Students’ Beliefs

6 I am willing to communicate when | know that | am not going to lose face when | 3.24 1.05
give the wrong answer.

7 I am willing to communicate when | feel comfortable talking. 4.15 0.93

8 I am willing to communicate when | feel that | will not be judged by the teacher. 412 | 0.92

9 I am willing to communicate because | respect the teacher. 439 | 0.79

10 | I'am willing to communicate because my parents taught me to make eye contact 3.33 1.08
with the teacher.

11 I am willing to communicate when | have confidence in my English skills. 294 | 1.06

12 I am willing to communicate when I don’t feel that I am the center of attention. 3.74 1.08

13 I am willing to communicate because | have always got a very good grade. 2.89 1.04

14 | I am willing to communicate when my views differ from other students’ views. 3.18 | 0.99

15 | l'am willing to communicate when | am prepared for class. 3.87 | 0.93
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16 I am willing to communicate when | am comfortable with the subject matter. 4.03 | 0.88
17 | I'am willing to communicate when my views differ from the teacher’s views. 3.27 1.01
18 | I am willing to communicate when | know the correct answer. 430 | 0.83
19 | I'am willing to communicate when | can really help clarify the discussion. 3.65 | 0.96
20 | I am willing to communicate when | am angry about a topic. 3.01 1.02

Regarding students’ beliefs, the majority of the participants were willing to communicate when
they respect the teacher at a very high level as shown in item nine (mean = 4.39, SD=0.79). Results
indicated that an increase in the level of students’ willingness to communicate was shown when
they respect the teacher in connection with the Thai cultural context. Moreover, a very high level
of willingness to communicate was also shown in item 18 (mean = 4.30, SD = 0.83). It showed
that an increase in the level of students’ willingness to communicate happened when students knew
the correct answer.

Table 3. Descriptive statistics of students’ willingness to communicate regarding peer influence

Items Students” Willingness to Communicate X SD.
Peer Influence
21 | I am willing to communicate when my friends will not put pressure on me. 413 | 0.97
22 | I am willing to communicate when my friends won’t feel that I am showing off | 3.94 1.02
my English skill.
23 | I am willing to communicate when my friends won’t make fun of me. 415 | 0.97
24 | 1 am willing to communicate when my friends persuade me to talk. 425 | 0.88
25 | I am willing to communicate when everyone is talking. 3.93 1.07
26 | I'am willing to communicate when the class is engaged in a heated debate. 3.15 1.11
27 | Iam willing to communicate when my views differ from my classmates’ views. | 3.22 | 0.98
28 | I am willing to communicate when | dislike my classmates who are speaking. 2.18 1.24

Concerning peer influence, the participants had a very high level of willingness to communicate
when their friends persuade them to talk (mean=4.25, S = 0.88) as they rated in item 24. On the
other hand, item 28 was rated as low (mean = 2.18, SD = 1.24), which showed that even though
they like or dislike their classmates who are speaking, it might not affect their WTC that much.
Table 4. Descriptive statistics of students’ willingness to communicate regarding teachers’
characteristics

Items Students” Willingness to Communicate X SD.
Teachers’ Characteristics

29 | I am willing to communicate when there is no generation gap between teachers | 3.82 1.11
and students.
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30 | I am willing to communicate when I like the teacher’s personality/the 4.15 0.93
characteristics of my teacher.

31 | I am willing to communicate when the teacher simplifies the English language | 4.21 0.91
use when he/she talks to us.

32 | Iam willing to communicate when the teacher is of the same gender. 2.98 1.35

33 | I am willing to communicate with a non-Thai teacher who communicates in 3.07 1.15
English.

34 | I am willing to communicate when the teacher is open-minded. 4.51 0.75

35 I am willing to talk when | can talk to the teacher like a friend. 4.13 0.91

36 | I'am willing to communicate when the teacher will not be a commander. 4.32 0.88

37 | Iam willing to communicate when my teacher asks for a response from the class. | 3.96 0.98

Regarding the teachers’ characteristics, a large number of the participants were willing to
communicate when they found that their teachers were open-minded as they rated at a very high
level in item 34 (mean = 4.51, SD = 0.75). Additionally, the participants had a very high level of
willingness to communicate as shown in rated item 36 (mean =4.32, SD = 0.88), which means that
a great number of the students were willing to communicate when the teacher would not be a
commander as it would make them feel uncomfortable while studying online. Furthermore, the
participants also rated item 31 as very high (mean =4.21, SD = 0.91). This can be clearly explained
when the teacher simplifies the English language used when he/she talks to them, so it would affect
the level of their willingness to communicate.
Table 5. Descriptive statistics of students’ willingness to communicate regarding teaching
methods

Items Students’ Willingness to Communicate X SD.
Teaching Methods

38 | I am willing to communicate when the teacher gives an extra score for answering a | 3.51 | 1.18
question.
39 | I am willing to communicate when the teacher gives extra scores for volunteering to | 3.57 | 1.13

join the activities.

40 | I am willing to communicate when my teacher won’t focus too much on grammar rules | 4.24 | 0.87
including the contents in a course book.

41 | I am willing to communicate when | can answer the questions in Thai(L1). 4311 0.85
42 | I'am willing to communicate when the class is engaged in an open discussion. 3.94 | 0.95
43 | I am willing to communicate when | am in a small group in class. 3.71 | 1.06
44 | I am willing to communicate when the topic is interesting. 4.02 | 0.88
45 | I am willing to communicate when my assignment is being discussed. 3.50 | 1.06
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46 |1 am willing to communicate when the whole class is discussing a particular | 3.05 | 1.09
assignment.

In relation to the teaching methods, the majority of the participants had a very high level of
willingness to communicate as shown in item 41 (mean = 4.31, SD = 0.85). It appeared when their
teachers allowed them to answer the questions in Thai (L1) or clarify their answers in Thai, they
would feel more comfortable and they would be more willing to communicate in the
classroom. Furthermore, the participants also rated item 40 (mean = 4.24, SD = 0.87) as very high
which revealed that the majority of participants were willing to communicate at a very high level
when teachers shared their own experiences or discussed something else rather than focus too
much on what’s going on in the coursebook. However, it can be noticeable that students had a
moderate level of willingness to communicate when the whole class was discussing a particular
assignment.

Table 6. Descriptive statistics of students’ willingness to communicate regarding the general

online classroom atmosphere
Items Students’ Willingness to Communicate X SD.

General Online Classroom Atmosphere

47 | I am willing to communicate when I’ve found that the classroom atmosphere | 4.39 | 0.83

is relaxing.
48 | I am willing to communicate so that the class won’t be silent. 351 1.11
49 I am willing to communicate when no one else is talking. 294 | 1.22

Regarding the general online classroom atmosphere, the participants had a very high level of
willingness to communicate as shown in item 47 (mean = 4.39, SD = 0.83). In item 48 (mean =
3.51, SD = 1.11), the participants also had a high level of willingness to communicate because the
class will not be silent. It can be implied that the level of students’ willingness to communicate
was likely to increase when the students happened to be active, lively and supported each other. If
their teachers encourage them to communicate, the class will not be silent. Then, their willingness
to communicate can be increased.

Discussion

The present study aims at exploring the level of Thai EFL undergraduate students’
willingness to communicate in English language online classrooms. The results showed that the
level of students’ willingness to communicate was highly influenced by the factors which included
communication channels, students’ beliefs, peer influence, teachers’ characteristics, teaching
methods, and online classroom atmosphere. Concerning the communication channel, the students
had the highest level of WTC when they had a chance to communicate with the class by typing a
message into the chat box. It can be assumed that it would be convenient and relate to face-saving
concerns in the classroom (Hofstede, 2001). They might not feel comfortable enough to
communicate with the class by talking individually in front of a large group of students. This is in
tune with Toth(2010), who posited that one of the most studied topics, relating to communication
is the tendency of some people to avoid communicating orally. In parallel, Kupczynski et al. (2008)
postulated that an asynchronous environment affected students’ participation as they would
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participate more in that kind of environment because it is high time to post, read, and respond to
messages, or even reflect on responses. In relation to Thai culture, shyness is part of Thai cultural
identity as mentioned in the study of Chaidaroon(2004) so students might try to avoid
communicating with their cameras turned on because they are likely to conceal their feelings and
prefer keeping silent. Due to Thai cultural background, students are quite familiar with the teacher-
centered approach which relates to authoritarian structure as Hofstede et al. (2005) proposed. They
described that all work is led by a senior who is respected by younger members. As a result, they
might feel considerate and prefer to receive knowledge passively and let teachers lead the class.
Therefore, communicating via chat box would be another good option.

Concerning the internet network, the students also had a very high level of WTC when the
internet network was stable. The result of this study indicated that the stability of the internet
network affects their levels of willingness to communicate in an online classroom. In the age of
online teaching and learning, the internet network has been regarded as a helpful and essential tool
to engage students’ WTC and interests. To support this, in Ogedebe’s(2012) study, he mentioned
that 79% of the respondents in his study accepted that their academic performance has been
improved by using the internet. Accordingly, Fabito et al.(2021) who conducted their study in the
Philippines also found that a good internet connection was considered to be one of the barriers and
challenges that students had to inevitably encounter while learning online. This can be counted as
an area of concern when students have to struggle to keep up with the new normal educational
system. However, it is worth noticing that turning on their cameras while learning online probably
did not affect the students’ willingness to communicate that much as they rated it as moderate
level. It can be assumed that the level of students’ WTC did not depend on whether they turned on
the camera or not.

In respect of students’ beliefs, it can be seen from the findings that the highest level of WTC
was related to the Thai cultural context which indicated that when they respected their teachers,
their level of WTC would be increased. According to Hofstede et al.(2005) in the previous study,
they suggested that culture determines human decisions, actions, and behaviors. Therefore, Thai
culture may influence Thai students’ belief on how Thai students respect their teachers and it would
affect their level of WTC. This is similar to the concept of Confucianism and collectivism that
influences strongly the Taiwanese context as mentioned in the study of Hofstede (2001) and Skow
and Stephan (2000). The hierarchical relationship between teacher and students that lie within
Confucianism embraces the higher status of teachers so students should respect their teachers due
to Chinese traditional cultural values that widely impact Chinese society. In another aspect, a very
high level of students” WTC can be increased when they know the correct answer. This finding
concurred with the notion supported by Tsui (1996) who stated that the common causes of reticence
in the class occurred when students lacked confidence, had a fear of making mistakes, and was
laughed at. Students are likely to keep silent as he/ she thinks they are going to give the wrong
answer to the class which might make them feel embarrassed especially when they find that their
peers make fun of what answer they gave to the class.

Regarding peer influence, as demonstrated in this study, the majority of students had a very
high level of WTC when their peers persuade them to talk. It would be better if their peers would
cheer them up and encourage them to talk without fear of losing face. Therefore, fear of losing face
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can play a significant role, especially, in relation to Thai cultural background and this may lead to
students’ reticence and unwillingness to communicate in the online classroom. This is also
consistent with what Hamouda (2012) highlighted that Asian learners are often characterized as
passive and silent in the English language classroom. However, it can be argued that the students’
negative attitude toward their peers would probably not influence students’ willingness to
communicate that much as illustrated when they rated this item as low.

In accordance with the teachers’ characteristics, the majority of the participants were
willing to communicate when they found that their teachers were open-minded and this might
reduce the gap between them. This finding is in line with the study of Cao (2011) and Zarrinabadi
(2014). In Cao’s (2011) study, the students indicated that they are likely to be willing to interact
more when they like their teachers. This is consistent with Zarrinabadi’s (2014) study which found
that when the teachers encourage and support them to talk, for instance, by giving students
sufficient time to think before answering questions; or allowing students to choose topics of
discussion that are interesting to them, students tend to be more active using their foreign language
in their classroom. In connection with teaching in an online classroom, it can be concluded that
teachers’ characters play a significant role and can be shone through the computer screen when
he/she talks or communicates with their students throughout the semester.

Based on the findings, a very high level of students' willingness to communicate can be
found when the teacher would not be a commander. It can be noticed that students were willing to
communicate when the teacher would not act like a commander. The role of teachers in the digital
era in their mind might be a facilitator or mentor rather than a commander who is likely to order
and expect students to show obedience to the teacher. Although Thai culture can be described as
having an authoritarian structure (Hofstede & Hofstede, 2005) as all work is led by a senior who
is respected by younger members, teachers still need to listen and support them, help them learn
better, create a good classroom environment, and enhance students’ willingness to communicate.
This result corresponds to the notion of Saetang(2014) in her study, she mentioned that low self-
confidence and shyness could result from teachers’ characteristics such as authoritarian power and
emotional value which could lead to students’ unwillingness to participate in class.

Results also showed that the students had a very high level of students’ willingness to
communicate when the teacher simplified the English language used when he/she talked to them.
Due to students’ language proficiency, students who have lower English proficiency than others
may feel embarrassed when they make some mistakes in front of their peers. There was some
crucial evidence from previous studies which showed that students with low proficiency caused
students unwillingness to speak (Liu, 2005a; Liu, 2005b; Liu & Jackson, 2009). When the teacher
simplifies the English language used when he/she talks to students, it would help them a lot,
especially when they do not understand what teachers speak by using some complicated words.
This can be conducive to the fact that the level of students’ willingness to communicate can be
increased when the teacher simplifies the English language used while teaching.

Concerning the teaching methods, the result showed the highest level of students’
willingness to communicate that the majority of students had when their teachers allowed them to
answer the questions in the first language (L1) or clarify their answers in Thali, this caused low
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proficiency students felt more comfortable and they would be more willing to communicate by
using the Thai language in the classroom because teachers were kind enough to listen to what they
tried to answer using their mother tongue. Some students may feel frustrated with communicating
in English and it will lead to miscommunication, boredom, and the feeling of unwillingness to
participate in class. Regarding using L1 to communicate with students in the classroom, the result
was similar to the previous studies conducted in a face-to-face classroom (Sung, 2010; Chun,
2014). It demonstrated that grammar explanation should be carried out by non-native English
speaking teachers (NNESTSs) who can use L1 to communicate with their students to make it easier
for students to understand grammar points clearly. When they do not understand what teachers
teach, it can be easier for them to ask their teachers by using L1 to communicate in the classroom.
This finding concurred with what Maclntyre et al. (1998) suggested that the participants’
willingness to communicate has been influenced by the level of proficiency in the target language.

Moreover, the findings also revealed that the majority of participants had a very high level
of willingness to communicate when teachers would not focus too much on grammar rules
including the contents in a coursebook. They were more willing to communicate when teachers
shared their own experiences or discussed something else rather than focus too much on what was
going on in the coursebook. This finding is similar to the result of Saetang’s (2014) study which
asserted that relaxing activities like talking about interesting and encouraging things apart from the
course content would be students’ preferences.

Regarding the general online classroom atmosphere, a relaxing online classroom
atmosphere affects the level of students’ willingness to communicate as it appeared that students
had a very high level of students’ willingness to communicate. Based on the results, it was in tune
with the works of Pattapong (2010) and Peng(2014) who pointed out that students’ willingness to
communicate in second language classrooms can be promoted by a friendly classroom atmosphere,
while a boring and silent atmosphere demotivated second language students” WTC. To sum up,
one of the important factors which increased the level of students’ willingness to communicate
both in face-to-face and online classrooms is a relaxing classroom atmosphere.

Conclusion

Unlike the previous studies which have been conducted in a face-to-face classroom, this
present study focused mainly on exploring the level of students’ willingness to communicate in
online classrooms which has not been previously explored. The results suggested that Thai EFL
undergraduate students were willing to communicate more when they found the stability of the
internet network and they could have more freedom and chances to communicate with the class
via different communication channels such as chat boxes to feel less of a threat of losing face.
After the pandemic crisis, teachers and students would have to confront new ways of teaching.
They would have a hard time struggling with social distancing and it is considered harder to make
students feel closer to the teachers. The only way they meet each other would be through electronic
devices so it is quite hard to manage as well as create an appropriate classroom atmosphere for
most teachers. In addition, the results also suggest that teachers should be open-minded and not
act as a commander to motivate them to be more willing to communicate. Importantly, teachers
should simplify their English language use when they find that some students are struggling with
difficult words. In terms of peer influence, teachers should well-manage their classes when having
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some students make fun of their friends while talking in English as it might reduce students’ WTC.
Hopefully, this current research could strengthen the significance of students’ willingness to
communicate in online classrooms, and it can create teachers’ awareness through the lens of
students’ worldviews.

Recommendation for Further Studies

The recommendations for further studies should be continued to investigate students’
willingness to communicate in an online classroom by employing larger sample sizes in different
universities in Thailand. In terms of the qualitative approach, further study should be conducted
by interviewing and observing a larger number of teachers and students to explore more what other
factors can influence students’ willingness to communicate in an online classroom to maximize
students’ learning outcomes in the future.
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Abstract:

This study examined the attitudes toward online learning of EFL students by applying technology
acceptance model (TAM) constructs along with the characteristics of the online learning system and the
experience of online learning as external independent variables. The study used a quantitative approach.
The researchers collected data by administering a questionnaire using Microsoft’s online form to the tertiary
students who were studying for their Bachelor of Arts degree (B.A.) in the English Language and Literature
Department at Al-Balga Applied University — Jordan. . One hundred eighty-five students out of 602
responded to the questionnaire. The researchers used SPSS and Structural Equational Modeling (SEM —
Smart PLS) to analyze the data. Among the findings, the characteristics of an online learning system
significantly affected perceived usefulness (PU), perceived ease of use (PEOU), attitudes, and the
behavioral intentions (Bls) of EFL learners. In contrast, EFL learners’ PEOU negatively affected their
attitudes towards online learning and Bls. Finally, the attitudes of students who studied online for four
semesters or more were negative compared to those who took less than four semesters online. These
findings could be attributed to the supposedly temporary and rapid shift to online learning due to Covid-19
lockdown measures. This study is significant because it develops an understanding of tertiary EFL attitudes
towards online learning. It also reflects on their behavioral intentions to utilize online learning after the
pandemic. The researchers believe that this is the first study to examine EFL learners’ attitudes and Bls on
using online learning during/after the pandemic in Jordan using TAM.
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Introduction

The emerging health measures of coronavirus (Covid-19) have demanded adaptations in almost
all aspects of life, including social and educational domains. Full and partial lockdowns worldwide
have imposed restrictions on individuals and institutions. Closures of schools and universities
forced the shift to online learning. In Jordan, and according to the enforcement of the Jordan
National Defense Law No. 13 of 1992 (Ministry, 2021), fully online classes have started in March
2020 till the end of August 2021. Starting from the academic year 2021/2022, a hybrid education
system at schools and universities took place under the government’s recovery plan. The design
incorporates in-person, blended, and online classes depending on the development of the measures
due to the vaccination rates and the constant mutation of the virus.

Although online instructions started earlier in Jordan during the 2000s by individual institutions
and scholars (Badran, 2014), most students and instructors have never experienced formal online
instructions. Moodle platform is the Learning Management System (LMS) used by most Jordanian
universities (Wimpenny, Adefila, & DeWinter, 2018; Al-Shboul & Alsmadi, 2014). At an earlier
stage, the Ministry of Higher Education and Scientific Research tolerated a “25% cap for online
content” (Wimpenny, Adefila, & DeWinter, 2018, p. 28). Following the aftermath of the
pandemic, “online learning is no longer an option but a necessity” (Al-Salman & Haider, 2021, p.
296). Thus, the ministry has issued regulations for officially merging electronic instructions in
higher education institutions, valid on the 30th of June 2021 (Education, 2022).

To understand how English as a Foreign Language (EFL) students received online learning to
enhance its points of strength and address its challenges, the researchers applied TAM constructs
and two external variables. They were the characteristics of the online learning system and
experience in online learning. The Technology Acceptance Model (TAM) constructs, introduced
by Davis (1989), stemmed from the Theory of Reasoned Action (TRA). TRA states that people’s
perceptions identify their attitudes toward an object, which determines their intentions to act
accordingly, and they will finally decide on their actual behavior (Agudo-Peregrina, Hernandez-
Garcia, & Pascual-Miguel, 2014). Davis regarded that the use of a particular system was a
behavior that could be explained by TRA, and the user’s attitudes towards that system were “a
major determinant of whether the user will use or reject the system” (Granic & Marangunic, 2019,
p. 2574).

As for the external variables, experience in online learning was cited as among the most
commonly used external factors (Abdullah & Ward, 2016). The researchers assumed that the EFL
learners’ previous experience in online learning had a positive impact on their attitudes and
behavioral intentions to use online learning. Researchers who used online learning experience as
an external variable found that “the greater the online learning experiences of users, the stronger
their intention to use an online learning community” (Liu, Chen, Sun, Wible, & Kuo, 2010, p.
608). Furthermore, the characteristics of online learning as an Information System (IS) are defined
in this research by the features this system offers to assist the online user of the learning system
(Hassanzadeh, Kanaani, & Elahi, 2012).
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Rationale and Significance of the Study

This study attempts to understand how students perceive online learning and their attitudes
towards using it after Covid-19 to help teachers and officials at the universities to improve and
develop online learning to achieve the best of students’ interests. This study is believed to be the
first on EFL students using TAM in Jordan.

Thus, in the context of EFL online learning, it was hypothesized that:
H1: Online learning system characteristics significantly affected PU of online learning.
H2: Online learning system characteristics significantly affected PEOU of online learning.
H3: Online learning system characteristics significantly affected attitudes towards using online
learning.
H4: Online learning system characteristics significantly affected the Bls of online learning.
H5: PEQU significantly affected PU of online learning.
H6: PEOU of online learning significantly affected attitudes toward using online learning.
H7: PU of online learning significantly affected attitudes towards using online learning.
H8: PU significantly affected Bls to use online learning.
H9: Attitudes towards online learning significantly affected Bls to use online learning.
H10: The positive effect of proposed determinants on attitudes and Bls was more robust for EFL
students who studied online for four semesters or more than EFL students who studied less than
four semesters.

For this research, besides the primary construc