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ABSTRACT 

Within the socio-cultural school of thought, Galperin, was influenced by 

Vygotsky’s theory of mind. Following Vygotsky’s argument about the leading role of 

instruction within the Zone of Proximal Development (ZPD), Galperin developed an 

instructional approach, known as Systemic Theoretical Instruction (STI), which 

encourages the active construction of materialized concepts and their monitored 

transformation into mental processes in order to foster development. Following from this, 

the present thesis aimed at investigating a) how knowledge at a conceptual level can be 

fostered and supported online, b) the affordances of an online (Moodle-based) Pedagogic 

Unit to potentially foster L2 English online academic training with specific reference to 

Applied Linguistics terminology (although the findings could be applicable to other 

disciplines as well) c) the effectiveness of the online scaffolding mechanisms that were 

developed for each online task and d) the students’ views with regards to all the previous.  

To this end, this study adopted an exploratory qualitative approach and collected 

various types of data to support conceptual development among 13 UK based L2 learners 

who were pursuing postgraduate studies. Importantly, while existing STI investigations 

have employed mainly qualitative data, the analysis conducted for this study included 

both quantitative and qualitative methods such as introspection techniques, recorded 

interviews, pre-post interview tasks, concept-mapping, online Moodle tasks and 

questionnaires, screen-captures and audio recordings of the online activities.  

The findings revealed that the Moodle unit was a suitable environment in 

fostering the students’ conceptual development and that specific scaffolding features and 

types of tasks have contributed towards this. Furthermore, this study contributes to the 

growing body of research into the potential role of scaffolding to enhance ZPDs in online 

environments in order to facilitate the L2 learners’ English for Academic Purposes 

training. It also sheds light into the affordances of STI and online environments to 

develop the students’ academic speaking and reading skills which, ultimately, contribute 

to overall conceptual development. Finally, it highlights the potential role of verbalisation 

(through introspection tasks, use of concept maps and oral presentations) as a means of 

both fostering and assessing conceptual development. 
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1. Introduction 

 

This chapter outlines the nature and scope of this research project and it locates 

the study in the wider research context in relation to English Language Teaching (ELT) 

and in the field of English for Academic purposes (EAP). It thereby emphasizes its 

significance for both these areas and ends by presenting the structure of the thesis. 

 

1.1 Overview of the study 

The current project set out to investigate how an online Moodle Pedagogic Unit 

fostered understanding at a conceptual level to users of L2 English in an academic 

context. Furthermore, the affordances of Moodle as an environment that fostered online 

academic training and the task types it offered were explored along with the effectiveness 

of the scaffolding mechanisms that were developed for each online task. To this end, this 

study employed two types of individual verbalisations to support the cognitive 

development of learners with the academic reading and speaking skills under focus. The 

last part of the study was to evaluate the students’ opinions about the training pedagogic 

unit, the scaffolding options and Moodle’s affordances in general. 

The importance of using EAP reading and speaking skills within an academic 

environment according to Hyland (1997: 89) is more evident at a postgraduate level 

mainly because this level of students focuses mostly on consulting academic journals for 

their studies or delivering presentations at conferences. Furthermore, postgraduate 

students should already have mastered a certain level of academic skills for reading and 

speaking. However, their ability to engage in the conceptual understanding and 

knowledge necessary to successfully understand sophisticated, academic texts and deliver 
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effective academic presentations varies considerably. Thus, students at this level seem to 

understand text but at a rather superficial level, focusing on the basic meanings. The 

literature claims that there is still considerable ground to be covered especially by 

international students with lower IELTS levels (BALEAP, 2011). This is one of the gaps 

that the present research project seeks to address.  

Moreover, some studies have established that university student use of reading 

strategies is related to their level of reading comprehension and that successful readers 

tend to be more active strategy users than less strong readers. However, these findings are 

based on studies using print texts. A large proportion of university reading and materials 

in general are now online though, which requires different skills and warrants for 

researching EAP training online (1.6). 

Furthermore, according to Vygotsky, a pedagogical model should evolve around 

the object of learning which should be grounded on coherent and complete scientific 

knowledge. His proposal though was limited to the principle that “instruction must focus 

on the coherent presentation of theoretical concepts (i.e. scientific concepts) (Negueruela 

& Lantolf, 2006: 80). This is the principle followed in the present study’s online 

Pedagogic Unit whereby the core object of learning focuses on enabling learners to 

acquire scientific concepts by schematically presenting them to facilitate gradual online 

learning. This was achieved by employing concept maps and by revising Bloom’s 

taxonomy to address SCT and in particular, STI principles.  

Systemic-Theoretical Instruction (STI) is a mode of instruction that takes into 

consideration the principles of Galperin’s theory (based on Vygotsky). The theoretical 

concepts are presented verbally (through speech and/or writing) and represented visually 

(through diagrams, pictures, etc.) to guide the learners’ actions. This study also hopes to 

contribute to the growing body of research into the potential role of scaffolding and ZPD 
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(see 1.5) in online environments to facilitate the L2 learners’ EAP training. It explores the 

affordances of STI and online environments to scaffold the students’ speaking and 

reading skills and lead to overall conceptual development and the potential role of 

verbalisation (introspection tasks, oral presentations) as a means of assessing conceptual 

development. The aim was to use Moodle which is an online environment as a space that 

can support (scaffold) the learners’ development while interacting with the course tasks 

and tools to help them develop conceptually.  

Emphasis was in particular on four broad areas: a. the importance of researching 

EAP reading and speaking skills and online training in particular, b. the application of 

STI theoretical approaches in developed units in online environments such as Moodle, c. 

the contribution of online environments such as Moodle in enhancing student conceptual 

development and d. the use of scaffolding in environments such as Moodle. The next 

sections will offer information on the areas in which the present research project has 

contributed and on the structure of the thesis as well. 

 

1.2 The importance of the topic in English language 

teaching and EAP research 

 

From an academic literacy perspective, understanding is seen as a primarily 

social, situated activity in which text is seen as dialogic and multi-voiced. Both author 

and reader are intimately interwined in a dynamic process of meaning-making. Theorists 

in this area (Lantolf, 2008) recognise the socio-cultural nature of discourse viewed under 

the prism that communication is impossible without shared frames of reference, and 

patterns and conventions of language with which to mediate meaning. From a socio-
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cultural perspective, however, reading and speaking are viewed as social practices, 

involving collaborative, co-construction of meanings between the (multiple) voices of the 

text and the reader (Bakhtin, 1994).  

As Lantolf (2014) has mentioned by citing Tyler (2012: 7), Sociocultural Theory 

(SCT) L2 research has manifested ‘an interest in promoting classroom language 

development just like applied cognitive linguistics” which explored ways of bridging the 

theory to bear on classroom practice. For the purposes of the current project academic 

reading as a skill will be approached by adopting the SCT theoretical approach. This 

includes seeing the development of reading as closely linked to the use of higher order 

cognitive processes such as reasoning, development of concepts, planning, voluntary 

attention, etc.  

Finally, regarding speaking skills, most of the research in this field has focused on 

identifying the elements of successful seminar participation to address the learners’ 

problem with seminar speaking (Lynch and Anderson, 2001: 188). However, a very 

important aspect of academic speaking is the oral presentation and the present study aims 

at covering this gap.  

 

1.3 The importance of researching the use of STI 

(developed units) in online environments 

 

The STI approach was selected because it is in line with the present study’s aims 

and it allows for exploring the interaction of participants with a tool such as the computer 

and the online learning materials it provides. The theory also allows for exploring the 

pedagogic use of visual tools by suggesting the process in which concepts are developed 
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and how visual stimuli can support them (2.2.1). Verbalisations (i.e., explicating the 

concept and monitoring and evaluating one’s performance) help learners to 

simultaneously internalize and communicate their understanding of the concept. 

Importantly, while existing STI investigations were conducted by employing materials in 

tangible form, there are no studies that have attempted to transfer these representations in 

online environments in order to exploit the affordances of learning environments for 

training purposes. Furthermore, while existing STI investigations have employed mainly 

qualitative data, the analysis conducted for the present study included qualitative data 

along with screen-captures and audio recordings of online activity. As it will be indicated 

later (2.2.2), most research to date on STI has focused on grammar. However, there is “no 

reason why it could not address any aspect of language, including pragmatics, 

vocabulary, discourse, and figurative language” (Littlemore & Low, 2006: 8). 

Consequently, not only does my study aim at innovation by applying STI and its 

underlying concepts (supporting learners through their Zones of Proximal Development 

(ZPDs), internalization and verbalisation processes) within an online learning 

environment but it also ascertains the potential of scaffolding to support the 

internalization and teaching of EAP concepts online. 

 

1.4 The importance of researching the contribution of 

online environments in enhancing student conceptual 

development  

 

Within the STI framework and for the purposes of the current online study which 

broadly focuses on English for Academic Purposes (EAP) training, it is important that 
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these skills and the necessary knowledge are presented to learners as concepts that form 

the minimal unit of higher forms of academic verbal thinking (i.e. planning, abstract 

thinking, etc.) (Negueruela & Lantolf, 2006: 81). These concepts then constitute the 

primary means of mediating cognitive ability and it is therefore crucial that L2 learning is 

grounded and guided by “explicit conceptual understanding to promote learner 

awareness” (Negueruela, 2008: 204) by making use of appropriate online affordances. 

Negueruela (2008: 201), claimed that the emphasis on the teaching of concepts should be 

on “constructing understanding that has a direct reflection on oral communicative 

development”. In the present study, this is achieved and assessed by inviting the students 

to deliver academic oral presentations on academic articles (Appendix 1), which 

demonstrates whether the students were successful in establishing the relationships 

between academic article concepts and whether the students have internalised the L2 

concepts for their individual communicative needs.  

Once the target of instruction is established (in the current study the development 

of academic reading and speaking skills, section 2.3.2) the next step requires the 

construction of didactic models to “capture the complexities of the concepts” (Negueruela 

& Lantolf, 2006: 84). The online models should enable learners to “guide their 

performance and ultimately internalize the conceptual knowledge as a means of 

regulating their meaning making ability” in the L2 context (Salaberry & Lafford, 2006: 

8). In Galperian terms this is achieved through the use of “Schema[ta] for the Orienting 

Basis of Action” (SCOBA). These schemata represent the concrete / materialized form of 

conceptual knowledge in a “holistic way to avoid rote memorization of purely verbal 

formulation of the knowledge” (Lantolf, 2011a: 308). For the purposes of the present 

study, concept maps where employed in order to capture the semantic networks between 
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various academic article elements. The maps also served as a way of structuring thoughts 

before delivering an oral presentation.   

 

1.5 The importance of researching the use of scaffolding 

in online environments 

 

Scaffolding, in the present study, should be perceived as a more general support 

mechanism to assist participants’ development within their ZPDs: the ZPD is an abstract 

area, (in constant flux), of a person’s cognitive development that defines the limits 

between which one can learn independently and within which one achieves development. 

Progress within the ZPD is observed when the scaffold is removed and the individual 

progresses from the completion of relatively simple tasks to more complex ones without 

that additional support. However, upon reaching the boundaries of the ZPD (i.e. a certain 

level of cognitive or, in our case, language related maturation), and in order for further 

learning and subsequent development to occur, the [learner] requires assistance through 

interaction (Lightbown and Spada, 2006:206), which could be with a more 

knowledgeable learner or the instructor. In the present study, this is provided by the 

environments’ affordances that offer hints but also interaction opportunities to support 

learning. 

 

1.6 The importance of researching EAP training online 

 

The present research study offers an instructional design investigating a 

pedagogical approach based on SCT focusing on reading in a foreign language, academic 
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vocabulary comprehension drawn from selected academic articles and academic speaking 

when delivering an oral presentation within an English for Academic Purposes (EAP) 

context. It is essentially a trial of the STI approach that employs Moodle and other 

features of this online environment to support the learners’ training. Moreover, attention 

was given to the role of academic concepts in the field of Applied Linguistics embedded 

in the learners’ verbalisation activities, reading texts and speaking tasks. The training 

could have also been taken exclusively online however for the purposes of the current 

study students were in a class to receive controlled input, to prevent them from other 

distractions and to ensure that they would complete the tasks within the set time. 

Emphasis is on offering EAP training online as some of the previous research on 

Moodle has traditionally compared systems and explained the affordances of various 

types of Moodle tasks. They have also indicated the environments’ use within an L2 

teaching context. There is, however, a significant lack of work which carefully addresses 

the issue of utilising Moodle to foster work within the ZPD or using Moodle traits to 

scaffold the learners’ understanding at a conceptual level. These are the gaps that the 

present study will attempt to bridge. It should also be noted that the current study’s 

findings are not only relevant to Moodle but also to any software with similar 

affordances. 

  

1.7 Structure of the thesis 

 

This thesis consists of six chapters which center around the study’s four main 

research questions: 

RQ1: How has the Pedagogic Unit (implemented on Moodle) fostered understanding at a conceptual level 

by users of L2 English in an academic context? 
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RQ2: How have the Moodle Pedagogic Unit’s affordances for academic training (comprising of academic 

reading tasks and speaking advice) enabled participants to: 

(a) Understand academic texts at a conceptual level 

(b) Effectively deliver an oral presentation for academic purposes 

 

RQ3: How have the various scaffolding mechanisms in each task supported: 

(a) The successful completion of the tasks 

(b) The participants’ ability to understand academic texts at a conceptual level and deliver an oral 

presentation for academic purposes 

RQ4: What were the participants’ opinions and attitudes towards: 

(a) The Pedagogic Unit 

(b) The pedagogic environment, i.e., Moodle 

(c) The pedagogic tasks (i.e. reading tasks and oral presentation) 

(d) The scaffolding mechanisms 

 

The present chapter (Chapter 1) is an introduction that contextualises the study 

within the general research field in EAP and ELT and also provides a justification for 

conducting it in order to address specific research gaps. 

Chapter 2 is the literature review that offers a more detailed analysis of the 

background theories and concepts of the present study. It consists of four main sections 

that cover SCT and L2 development, Pedagogy and SCT, a SCT perspective on the 

development of reading and writing for academic purposes and an overview of open 

source Learning Management Systems (LMS). It ends with the research questions that the 

study addressed.  

Chapter 3 details the research methodology that was followed for the present 

study. It begins with an overview of the study framework and design. A detailed account 

of the participants follows and the data-gathering instruments are also presented. Finally, 

the procedures for the data collection and analysis are described. 

Chapter 4 reports the results of the main study. It consists of four sections and 

each section addresses the findings that answer a specific research question (RQ). The 

first section reports on the relative value of a Pedagogical Unit which was designed to 

foster understanding at a conceptual level by users of L2 English in an academic context. 

The main purpose was to assess the development and progress of the participants upon 
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completion of the training and as discussed in the literature review (Ch. 2) from a SCT 

perspective. The second section focuses on how the Moodle Pedagogic Unit has 

supported the development that was described in the first section. Following from this, 

section 3 presents findings about the value of the scaffolding mechanisms of the Moodle 

pedagogic unit and whether they facilitated the students’ progress at a task level or if they 

have impacted on the students’ conceptual development. Finally, section four presents the 

participants’ opinions and attitudes towards a. The Pedagogical Unit, b. The pedagogical 

environments, i.e., Moodle, c. The pedagogical tasks (i.e. reading tasks and oral 

presentation) and d. The scaffolding mechanisms. 

Chapter 5 is the discussion chapter where the findings that were presented in 

Chapter 4 are interpreted by taking into consideration other studies in the field. The 

chapter is organized into four sections, according to the number of the research questions.  

Finally, Chapter 6 concludes this thesis. It begins by summarizing the main research 

findings and then it focuses, at first, on the pedagogical implications of Systemic-

Theoretical Instruction and on the implications for Moodle online training and SCT 

pedagogies. Then, the limitations of the study are also discussed and recommendations 

for future research are also provided. 

 

 

 

 

 

 

 



11 

 

2. Literature Review 

2.1 Sociocultural theory (SCT) and L2 development 

 

2.1.1 Introduction 

 

Over the past decades there has been a major growth of interest towards the ideas 

of the Russian psychologist Lev Semenovich Vygotsky. This is reflected in the increased 

number of citations of Vygotsky’s publications, in the various translations of his writings 

(Vygotsky, 1978, 1987) and in the several work biographies that have been published 

(Kozulin, 1990; Leont’ev, 1990; van der Veer and Valsiner, 1988, Wertsch, 1991).  

The interest in his work has since then led to countless numbers of studies 

especially in psychology and education and several factors seem to have played a crucial 

role. One of them is the fact that many of Vygotsky’s ideas seem directly relevant to 

issues in education and other applied fields (Moll, 1990). Moreover, one should also note 

the factor that Western scholars, especially those in the United States, have been 

exploring the application of new theoretical frameworks and Vygotsky’s ideas seemed to 

address many of the issues that have motivated this quest. As Voss et al. (1995) have 

observed, the recent decade has witnessed “the Sociocultural revolution” with its focus on 

learning in out-of-school contexts and on the acquisition of intellectual skills through 

social interaction (p.174). Moreover, SLA research using a Vygotskian SocioCultural 

Theory (SCT) framework only began to appear in the mid 1980s, (i.e. Frawley and 

Lantolf, 1985). Since then, SLA work that incorporates Sociocultural theory has been 

devoted to better understanding L2 learning.  



12 

 

To appreciate the theoretical claims of SCT and the positions it argues for and by 

which contemporary research is driven forwards, it is important to understand that unlike 

other psychological theories, “it is grounded in a dialectic rather than a dualistic approach 

to the relationship between humans and the world” (Lantolf and Poehner, 2008). That is, 

SCT addresses the major question of the way people perceive the world (in its physical 

entity), given the mind’s abstract nature. The dialectic orientation to this problem, as 

Lantolf (2006: 165) states, starts from the assumption that “there is no mind-body 

dualism in the first place”. Therefore, the act of thinking in SCT does not constitute a 

reality that exists independently of the physical body but is a mode of existence of the 

body itself, “just as the mode of the legs is walking, the mode of action of the human 

body is thinking” (Ilyenkov, 1977: 35). 

Vygotsky, following this line of reasoning, proposed that human consciousness 

emerged from the organic (i.e. dialectic) unity of our biologically endowed brains and our 

culturally created symbolic artifacts and activities. Lantolf (2009: 58) argues that 

“humans develop the capacity to use cultural means to gain intentional control over their 

brain rather than being controlled by this biological organ”. Lantolf (2009: 53) continues 

by suggesting that “instead of remembering only what the world presents to us as direct 

stimuli, we can remember voluntarily by creating what Vygotsky (1987) called 

‘auxiliary’ stimuli of a physical (i.e. tying a knot) or of a symbolic (i.e. telling ourselves 

linguistically in oral or written form) nature”. Our thinking appears to follow a dialectic 

rationale that “is formed by ‘the abstract’ or theoretical domain and the ‘concrete’ or 

empirical realm” (Lantolf, 2009: 62). This dialectic relationship is the essence of 

Vygotsky’s theory, particularly regarding the relationship he argues that exists between 

everyday and scientific concepts. As Miller (2011: 96) outlines, “everyday or otherwise 

called ‘spontaneous’ concepts are formed on the basis of concrete experience and are 
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based on generalisations from superficial features of entities”. Scientific concepts, 

however, are formed based on systematic observation and they constitute the result of 

deeper knowledge and research.  

Although Vygotsky did not formulate specific suggestions for implementing his 

theory, his colleagues and students devoted time in developing the theoretical framework 

that Vygotsky outlined (Arievitch and Haenen, 2005). Piotr Galperin was among those 

whose pedagogical theory is based on the Vygotskian principle that instruction 

constitutes a key element in driving development forwards (Lantolf, 2005). Arievitch and 

Haenen (2005) posit that the Galperian approach brought forward a pedagogical practice 

grounded on the Vygotskian idea of the instructional method and its influence in the 

construction of mental actions through specially organised teaching and learning 

activities. Galperin’s pedagogical model, known as Systemic Theoretical Instruction 

(henceforth STI) in the L2 context (section 2.2.2), was centred around a “specific 

sequence of instructional phases with an emphasis on materialisation and verbal 

explanation of the concept in achieving internalisation of the object of study” (Arievitch 

& Haenen, 2005: 158). 

This approach exhibits strengths derived from the Vygotskian praxis-based 

principle of the dialectical unity of theory-practice “as an instrument of change” (Lantolf 

and Beckett, 2009: 259). Instruction and development are interwoven in “concrete 

practical activity” (Negueruela & Lantolf, 2006: 80). Therefore, schooled instruction 

should guide development by employing theoretical or scientific concepts which should 

also guide the knowledge gained from daily / everyday activities (Lantolf & Thorne, 

2006: 292).  

In the context of L2 learning and teaching, Galperin’s approach emphasizes the 

primary value of pedagogical activity to mediate L2 development (Lantof & Thorne, 
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2006). The element of instruction within this approach focuses on promoting theoretical 

concepts (such as academic discourse) in learners to enable the internalisation of such 

concepts. As discussed in Negueruela & Lantolf (2006: 98), the design of STI follows a 

“preferred procedure to promote the internalisation of the theoretical concepts”. 

Combined with the use of, for example, concept maps to orient the learners’ actions, this 

approach attempts to establish “the connection between visible explicit knowledge and its 

application in performance” (Negueruela & Lantolf, 2006: 98). Therefore, the ability to 

master the conceptual -higher-order academic knowledge- promotes overall development 

evident in learners who exhibit the skill of consciously reflecting and understanding 

specific scientific concepts for facilitating their communicative purposes (Lantolf, 2007a: 

37). In sum, through the association and mapping of meanings and concepts, L2 learners 

can enhance their communicative abilities. This development can be supported through 

verbalisation, by means of self-explanation of concepts and by engaging learners in 

practical activities to establish connections and links between concepts and meanings.  

In the sections that follow, major and core concepts and ideas of Vygotsky’s 

theory to L2 instruction and learning will be further outlined and explicated. The unique 

relationship of learning and development that has distinguished  SCT  from the cognitive 

views of SLA will be analysed resulting into a discussion of the concept of mediation 

which was proposed by Vygotsky to “account for the dialectic unity of biology and 

culture that gives rise to human consciousness” (Lantolf, 2009). The individual’s ability 

to master scientific concepts that are perceived by humans allows them to verbalise these 

abstract concepts and use them in practice. However, for the internalisation of the 

scientific concepts (see 2.1.3) to take place, Vygotsky argued that mediation is the first 

step. This process is supported within the Zone of Proximal Development (ZPD), an idea 

that was developed by Vygotsky to explicate and capture the dynamic interactions of 
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humans with their environment and other individuals but also to account for the influence 

of these interactions and their prospects of spurring development. The relationship 

between learning and L2 development that SCT posits, will therefore be considered in the 

following sections. 

 

2.1.2 The nature of knowledge, learning, and L2 development 

 

Regardless of the views of his time, in which “learning was regarded as an 

external process and development an internal process”, Vygotsky was concerned with the 

unity and interdependence of learning and development (Palinscar, 1996). Therefore, 

Vygotsky criticised Piaget’s theory according to which “maturation is viewed as a 

precondition of learning but never the result of it” (Vygotsky, 1978: 80). 

Learning through the prism of Vygotskian theory refers to “an individual’s ability 

to perform a task with the assistance of others or with artefacts that are created by others” 

(Lantolf, 2007a: 698). The theory also reflects the Vygotskian notion of mediation. 

Learning and development are always mediated by either physical or psychological tools. 

For Vygotsky, learning is a “mediated process that originates in societal activity” and the 

role of interaction “developmentally underlies all higher functions and their relationship” 

(Stetsenko, 1999: 236). As Stetsenko (1999: 236) notes, the environment within which the 

human interacts with more capable peers “define[s] the direction and organisation of the 

individual’s cognitive development”.  

Therefore, learning appears to be mainly about the internalisation of knowledge 

which can potentially lead to the creation of new tools to regulate an individual’s activity. 

Development on the other hand, and according to Lantolf and Thorne (2006) is the 

“internalisation of tools of the mind with the function of orientation (awareness and 
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control) through participating in socially mediated activity that is the re-structuring of 

higher mental functions (intentional memory, voluntary attention etc.)”. Development is 

then interpreted as a process of internalising psychological tools which could eventually 

result in certain psychological functions to attain self – regulation while performing an 

activity.  

To illustrate this, Vygotsky (1987), theorised that children become conscious of 

their linguistic system and “all of its subtle detail as they learn how to control their 

linguistic system” during schooled instruction to fulfil communicative intentions (Lantolf 

& Thorne, 2006: 293). Schooled instruction, therefore, plays a crucial role in promoting a 

“deep conceptual understanding of how language functions in general” and “how various 

subsystems (i.e. phonology, morphology, etc.) are organised” (Lantolf and Thorne, 2006: 

293). Within this setting, instruction is not contigent on “the developmental readiness of 

the child” but it “leads to the development of the child itself” (Lantolf, 2005: 337).  

Turning to L2 development as a conceptual process, it “is the internalisation of 

new orienting tools for inter-intra personal communication” (Negueruela, 2003). 

Consequently, the goal of L2 teaching is not attaining communicative competence but 

rather communicative development. Development can occur in many possible ways, but 

as Negueruela (2003) argues “the organisation of properly articulated pedagogical activity 

that centres on conceptual development promotes both overall development and learning”. 

In Vygotsky’s view, development facilitates and leads the learning process while 

simultaneously learning feeds and leads development. This is what Vygotsky asserts that 

can be best achieved when working in the students’ ZPD (section 2.1.4).   

Moreover, Vygotsky’s understanding of L2 development as a conceptual process 

is conceived as “the emergence of meaningful consciousness or conscious awareness 

through categories of meaning – i.e. concepts – which lead to linguistic control” 
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(Palinscar, 1996). Specifically, the conscious communication of scientific concepts can 

constitute measurable evidence of linguistic development. The act of employing tools of 

the mind such as the language when participating in activities generates the individuals’ 

conscious awareness. Moreover, the crucial role of conscious awareness can be 

understood by further exemplifying the role of notions such as internalisation and 

mediation. According to Negueruela, “internalisation emerges from mediation through 

psychological tools, which foster development” (2003 ctd. in Lantolf, 2008: 192).  

Finally, the development of an individual, including higher mental functioning 

(e.g., voluntary attention, reasoning, planning, etc.), was viewed as having social origins. 

This theme is best represented in Vygotsky’s “genetic law of development” (Valsiner, 

1987:67):  

 

“Every function in the cultural development of the child comes on the stage twice, 

in two respects”; first in the social, later in the psychological , first in relations 

between people as an interpsychological category, afterwards within the child as 

an intrapsychological category…All higher psychological functions are 

internalised relationships of the social kind, and constitute the social structure of 

personality.  

 

Vygotsky therefore, rejected the notion of an autonomous learner and that 

cognitive development is “exclusive within the individual’s mind by means of biological 

mechanisms and internal processes” (Gánem-Gutiérrez, 2006: 235). Considering this, one 

could observe that new strategies and cultural world knowledge is acquired by learners as 

they develop by participating in a wide range of collaborative activities and by 

internalising knowledge while working together. 
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In sum, from a Sociocultural perspective, learning and development occur in 

socially and culturally influenced settings which are in constant flux. The next sections 

will explain in more detail the tenets of a key term in SCT that refers to the transfer of 

actions and functions within the social and physical world and among individuals: 

mediation (see 2.1.3), but first concept formation and conceptual development will be 

discussed.  

 

 

2.1.2.1 Systemic and schematic knowledge vs. conceptual knowledge 

 

This section will focus on describing the role of scientific and spontaneous 

concepts. Vygotsky’s position on the relevance of theoretical concepts (scientific 

knowledge) for pedagogical practice and the importance he gives to well-articulated 

explicit knowledge (as the object of instruction and learning) are center stage and key for 

the present study.  

To explicate this further, the role of systemic and schematic knowledge should be 

introduced at first. For Widdowson (1990), ‘schematic knowledge’ (e.g., the semantic 

networks of concepts for the present study) is viewed through a cognitive prism as 

representative of the socially acquired knowledge. Therefore, the meanings of concepts 

represent societal beliefs which Widdowson contrasts with ‘systemic knowledge’. The 

latter, in his view, is the knowledge derived from the formal properties of language, 

involving the interpretation of language from a syntactic and a semantic viewpoint. 

Therefore, in native language learning, an individual’s schematic and systemic 

knowledge are said to develop simultaneously in a bidirectional way. Nevertheless, 

according to Widdowson, the experience of foreign language learning is quite different as 
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when learners encounter uses of the foreign language they are acquiring, ‘their natural 

inclination is to interpret them in reference to this established association’ and the 

concepts of their pre-existing L1 knowledge (Widdowson, 1990: 110). 

However, this is not the case within SCT as “development within the educational 

practice is preceded by intentionally organized activity (i.e. teaching)” that “reorganizes 

and helps the mental behavior” to develop a deeper understanding and control over 

relevant concepts (Lantolf, 2011a: 306). In other words, teaching drives the individual’s 

development forward and the language that is used to refer to scientific knowledge can 

shape the learners’ mental thoughts. According to Vygotsky, this is achieved by acquiring 

scientific concepts which are “explicit concepts that are accessible to conscious 

inspection” (Lantolf, 2011a: 306). These concepts, within the SCT framework, arise from 

theoretical learning that involved investigating the concept in a systematic and principled 

way (Lantolf, 2007a: 40-41). Accordingly, Vygotksy advocated that the strength of 

scientific conceptual knowledge “resides in its potential to impart to learners greater 

understanding, awareness, control and creativity” (Negueruela, 2008: 193; Lantolf, 

2011a: 307) and in turn can help learners to use concepts and knowledge independently to 

serve their communicative needs (Negueruela & Lantolf, 2006: 81). Spontaneous 

concepts on the other hand, reflect common-sense, and everyday beliefs that people live 

with but rarely articulate. However, contrary to Widdowson, Vygotsky stresses the role 

that language plays in developing thought processes: “Learning to direct one’s own 

mental processes with the aid of words and signs is an integral part of the process of 

concept formation”. He also observed that there is a striking discrepancy between the 

individual’s ability to form concepts and his/her ability to define them, which shows that 

“concepts evolve in ways differing from deliberate conscious elaboration of experience in 

logical terms”. 
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Consequently, the focus should be on the quality of the scientific knowledge that 

is presented to the learners to encourage conceptual development. According to 

Vygotsky, the pedagogical model should evolve around the object of learning which 

should be grounded on coherent and complete scientific knowledge. In Vygotskian 

thought, scientific knowledge is a special kind of explicit knowledge which is also 

systemic and to a certain extent complete. He advocated that the quality of cultural tools 

(i.e. concepts) is crucial to promote the developmental processes and their link to learning 

(Arievitch & Stetsenko, 2000: 240). His proposal though was limited to the principle that 

“instruction must focus on the coherent presentation of theoretical concepts (i.e. scientific 

concepts) (Negueruela & Lantolf, 2006: 80). This is the principle followed in the creation 

of the present study’s pedagogic unit whereby the core object of learning focuses on 

enabling learners to acquire scientific concepts by schematically presenting them to 

facilitate gradual learning. The concretisation of Vygotsky’s thoughts regarding how 

scientific concepts operate within the SCT of the mediated mind, was later expanded by 

the empirical work of his colleagues. One of Vygotsky’s students who has driven social 

theory forwards by explicating the process of presenting schematic knowledge to learners 

and linking social theory with pedagogy was Galperin. He proposed a systematic 

pedagogy known as “Systemic Theoretical Instruction” (STI) to promote language 

development through concept formation. Therefore, for the purposes of the present study 

conceptual development is defined as the learners’ ability to develop a higher level of 

understanding and engagement with scientific concepts by being, at first, gradually and 

schematically exposed to them until the learner attains self-regulation and the concepts 

are internalised without the need to rely on material/schematic representations to employ 

them.  
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Given that the present study focuses on the creation of an online training unit with 

a view to foster academic training and support student development by employing a 

variety of tools (scaffolds), it is worth noting that the pedagogic unit can function as the 

environment that will allow individuals to establish relationships with the various online 

“artefacts” of the unit, to receive assistance from the integrated scaffolds. This will allow 

them to develop a higher level of understanding of scientific concepts in their field of 

studies. 

 

2.1.3 Mediation and mediated activity 

 

Within SCT, Vygotsky laid the foundations for defining how all human activity is 

mediated. The concept of mediation has been widely discussed in a broad range of SCT 

literature (Wertsch b, 1985; van der Veer and Valsiner, 1991; Cole, 1996) as well as in 

SCT L2 research (Lantolf, 2000; Lantolf and Thorne, 2006). According to Wertsch 

(2007: 178), for Vygotksy “a hallmark of human consciousness is that it is associated 

with the use of tools, especially ‘psychological tools’ or ‘signs’. This translates as an 

indirect contact of individuals with the social and physical world, ‘mediated’ by the 

utilisation of signs. As Vygotsky (1978) posits, human mental functions (including 

voluntary attention, memory and reasoning) are organised and mediated by cultural 

artefacts (signs, symbols, numbers, etc.) and activities (i.e education, labour, etc.) in 

which humans take part (Swain, 2000). Cultural tools, which have both a social and 

psychological function, are appropriated or internalised ‘by acting upon and with 

them…in the course of actively reconstructing their meaning and function’ and this is 

possible ‘only through interaction with other people who already have the knowledge to 

deploy a given cultural tool (Stetsenko & Arievitch, 2002: 87). 
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According to Kozulin (1996), the issues of culture and learning have been 

inseparable for centuries due to the fact that one of the main goals of learning is the 

diffusion of culture from generation to generation. Vygotsky’s (1981: 161) answer to this 

challenge lies in his notion that “it is through others that we develop into ourselves”, 

alluding to the fact that for psychological functions to become an integral part of a child’s 

cognition, they manifest themselves in the external world as interaction between the child 

and the people around her/him (Daniels, 2001). According to Kozulin et al. (1996), one of 

the innovative contributions made by Vygotksy was his idea that our sense of the world is 

shaped by symbolic tools acquired in the course of education and learning. He understood 

intellectual development in terms of intellectual tools such as language that we 

accumulate as we grow up in a society and which mediates the kind of understanding that 

we can form or construct. 

Swain, building on Lantolf’s and Thorne’s definitions (2011: 8) has also referred 

to this process as internalisation by defining it as a process in which “symbolic systems 

take on psychological status”. Lantolf and Thorne (2006: 62) also define this process as a 

stage at which individuals “voluntarily organise and control (i.e. mediate) their mental 

activities in the physical world” (Lantolf & Thorne, 2006: 62). Eventually, individuals 

achieve in “gain[ing] the capacity to perform complex cognitive and physical motor 

functions with progressively decreasing reliance on overt social assistance or mediation” 

(Thorne et. al., 2008: 262).  

Karpov (1998) stressed the Vygotskian distinction between metacognitive and 

cognitive mediation. Metacognitive mediation refers to the process through which 

humans control their thinking by employing signs, whether implicitly or explicitly. In 

more detail, metacognition or self-regulation, entails “inwardly directed speech or inner 

speech derived from social speech” (Lantolf, 2011a: 309). As explained by Lantolf and 
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Thorne (2006: 72), “social speech aimed at regulating others also develops into 

psychological speech that is aimed at regulating our own mental (and physical) behavior” 

(i.e. inner speech). As Ganem – Guttierrez & Roehr, (2011: 298) argue, once inner speech 

is internalized by the individual, it begins to serve a self-regulatory function and 

influences mental activity. Given the non-overt nature of inner speech though, empirical 

investigation of this type of speech can be difficult since unlike private speech, inner 

speech is not audible and not externalized.  

On the other hand, cognitive mediation has to do with “domain specific quality of 

semantic content of self – directed speech” (Karpov, 1998: 29). Such a distinction 

between two different types of mediation emphasize the fact that concepts can be 

understood as “meanings that culture constructs in assisting us to make sense of the 

world” (Lantolf, 2011b: 25). “Spontaneous concepts are formed during concrete practical 

experience whereas the scientific ones represent the generalisations of the experience of 

humankind that is fixed in science” (Karpov, 2003: 66). Resulting from the mediation 

process, the mastery of scientific concepts, (because of their abstract and generalised 

nature), enables us to liberate our thinking from the constraints of context specific 

spontaneous experiences and allows us to apply the abstract concept and function 

appropriately in any situation in which the concept may be relevant. Therefore, the 

context specific spontaneous concepts have limited applications and usage whereas 

scientific concepts allow individuals to employ them in a variety of situations due to the 

abstract nature that encompasses them. These concepts are found in language and they 

transfer academic meaning and content in speech as in the case of delivering an academic 

oral presentation.  
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2.1.3.1 Mediating development: materialization 

 

 Materialization, as described by Galperin (1969), refers to the use of objects and 

physical actions to represent a concept or strategy as a higher mental function while it is 

being internalised. The materialization stage enables the individual to concentrate on the 

concept or strategy that is to be internalized. The physical action and tools not only 

parallel the mental action that the individual will eventually internalize, but can guide this 

action (Galperin, 1969, 1985, 1992). Bodrova (1998) refers to the example of a “word 

window” where “children have a frame they use to place around each word as they read. 

The window materializes the concept of “word” as a separate entity, which is contained 

within the frame”. Therefore, the action of framing each word consolidates the mental 

process of seeing words as distinct entities. 

When materialization occurs appropriately, it allows individuals to perform at the 

highest levels of their zones (ZPD, 2.1.4.2) — more specifically it facilitates the 

execution of tasks that are more difficult than ones they can perform without 

materialization. Moreover, the materialization of abstract concepts enables learners to 

develop higher mental functions that allow them to perform at a high level without 

external concrete support. Once an appropriate conceptual model or diagram has been 

provided to the learner by the instructor to facilitate the mastery of a given concept, the 

learner is encouraged to act within the materialisation level where mental development 

can be fostered. The concepts to be internalised by the individual need to be represented 

in a concrete material way to facilitate the internalisation process. It is not sufficient for 

the learner to be “exposed to the concept in a form of verbal explanation as spoken 

forms”, according to Lantolf and Thorne (2006), are “ephemeral”. Thus, according to 
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Galperin (3.3.1) the use of physical objects like diagrams or flow charts in the case of 

adults are an appropriate means of materializing complex concepts.  

However, the temporary support character of both materialization and private 

speech should be noted. Once the mental actions are internalized, materialization serves 

no purpose. The assistance provided by materialization could be compared to the use of 

scaffolds (Wood, Bruner & Ross, 1976) because the latter are also designed to offer 

support initially and have to be removed as the learners' abilities develop.  

 

2.1.3.2 Mediating development: verbalisation 

 

The mastery of scientific concepts, which takes place through explicit and 

systematic instruction leads to a deeper understanding and control over a notion (Lantolf 

& Thorne, 2006). Vygotsky (1987) stressed that the mastery of such concepts entails 

much more than merely memorising verbal definitions of the concepts which, as 

Vygotsky warns, gives rise to verbalism or the inability to connect the concept to specific 

concrete practical activity. Within this view, language (i.e. verbalisation) is a “symbolic 

tool not only to control and organise the social world such as mediating interpersonal 

activity, but also to control and organise the psychological world, such as mediating 

intrapersonal activity (Ahmed, 1994: 158). Speech, therefore, plays a dual role since for 

Vygotsky it serves for cognition as well as communication. 

As Swain (2006a) notes, verbalisation or “languaging” (her preferred term) is 

used to “mediate solutions to complex problems and tasks” (Swain, 2009: 5). These tasks 

normally include two particular types, verbalisation of the concept to oneself, or to others, 

and materialisation. “Languaging” defined as “the process of making meaning and 

shaping knowledge and experience through language” (Swain, 2006a: 98) can occur 
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during collaborative activity with peers or as “self-explanation” (Swain, 2011). However, 

verbalisation can serve the purpose of self-explanation, by utilising language as a tool to 

“generate explanation to oneself” (Swain, 2011: 115).  

In the present study, the term verbalisation will be used and will be understood as 

a tool for mediating both cognitive and linguistic development as individuals interact with 

physical and psychological tools such as concept maps, diagrams and so on to support the 

development of cognitive ability. Verbalization was initially operationalized by 

encouraging students to think aloud at pre- and post-testing phases. This act also involved 

self-explanation as the purpose of ‘think aloud’ was to help learners think about the 

process they follow when reading academic articles. By explaining the process to 

themselves aloud, learners could use language as a scaffolding tool to regulate (or 

control) their ways of approaching academic texts and “make connections between the 

different pieces of new knowledge presented to them as well as between the new 

knowledge and the prior knowledge” (Knouzi, 2010: 25). At a later stage, the learners 

were invited to deliver oral presentations on academic article topics and therefore, 

verbalization was used as a tool for self and other explanation of scientific concepts.  

 

2.1.4 The Zone of Proximal Development (ZPD) 

 

One of the major contributions of the Vygotskian thought to pedagogy is the 

concept of the ZPD. The common conception of the ZPD presupposes “an interaction 

between a more competent person and a less competent person on a task, such that the 

less competent person becomes independently proficient at what was initially a jointly-

accomplished task” (Chaiklin, 2003). The following sections will provide an introduction 
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to this concept, the ways in which conceptual development can be achieved within this 

framework and an overview of how ZPD has been employed in education research. 

 

2.1.4.1 Introduction 

 

The original definition for the ZPD is “the distance between the actual 

developmental level, as determined by independent problem solving, and the level of 

potential development, as determined through problem solving under adult guidance or in 

collaboration with more capable peers” (Vygotsky, 1978: 86). 

As Lantolf and Poehner (2009) point out, although the ZPD has achieved great 

popularity in the research literature, there continue to be multiple and at times conflicting 

interpretations of this concept. Vygotsky’s insight that inter-mental functioning precedes 

intra-mental functioning led him to critique conventional approaches to (originally) 

assessment by arguing that to require from a learner to perform without dialogic 

interaction is that the mediator limits the scope of the assessment to only those functions 

that have already fully developed and ignores those that are still in the process of forming 

(Vygotsky, 1998). Vygotsky argued in more detail that the abilities that one possesses can 

only be revealed by exploring the individual’s responsiveness to input provided by the 

mediators. He thus, advocated a double method of evaluation that includes both 

independent performance to reveal an individual’s zone of actual development (what the 

individual can do already) and performance in cooperation with a mediator to uncover the 

ZPD, the potential that can be achieved by the learner that lies on skills that are still 

developing.  
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2.1.4.2 The ZPD 

 

Several models of the ZPD have been implemented, including this 4-part ZPD 

suggested by Tharp and Gallimore (1988), which highlights a return to the ZPD via an 

infinite loop as learners move from one ZPD to another during the learning process.  

 

Figure 2.1: The four stages of ZPD 

 

The ZPD is the area in which instruction (i.e., socialization at home and formal 

teaching at school) and development “are interrelated from the child’s very first day of 

life” (Atkinson & Lantolf, 2011: 84).  

With aid from social interactions, a learner can achieve a higher level of 

development at a quickened pace with the aid of input resulting from interaction with a 

person or entity who is more knowledgeable than the learner. The ZPD begins with the 

real ability of a student who is working independently, and the student’s future 

development is determined by his or her ability to use and internalize information 

resulting from mediation. Because each learner develops at his or her own pace, and has 
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his or her ability limitations, students who are seemingly at the same developmental level 

may or may not develop in the same way or at the same pace in the future (Anton, 2009). 

Within the ZPD, at least one other participant is necessary to assist the learner in 

developing beyond his or her current learning level. This More Knowledgeable Other 

(MKO) is the person or entity (possibly a computer or software, etc.) that has more 

knowledge about a subject than the student does. These MKOs are meant to act as 

“mediators [who] do things with, rather than, for children” and adult learners alike 

(Atkinson & Lantolf, 2011: 29). With a “boost” from the MKO, the student can achieve a 

new level of understanding, thus changing his/her ZPD for the next task. 

The individual is key in Vygotsky’s Developmental theory. According to SCT, 

higher-order thinking would not be possible without social interaction. A MKO (parent, 

teacher, tutor, older sibling, etc.), is responsible for supporting the learner according to 

his or her individual needs so that he or she is able to transition from a developmental 

stage that has already been mastered to a stage that can be reached with assistance. 

Without the social interaction from the MKO, critical thinking (and development of 

skills), would not be possible either. According to SCT, a student receives the most 

benefit when the MKO uses “scaffolding.” The metaphor of scaffolding is a set of 

successive steps upon which a student can achieve development through the ZPD and as a 

pedagogic tool to graded assistance. 

Proper scaffolding within the ZPD requires five main attributes. First, it is 

imperative that the MKO builds interest and engages the learner in a particular activity. 

Once the student is interested in participating, the task should be broken down into 

smaller sub-tasks. The MKO then should keep the student focused on the main ideas of 

the task/assignment. Finally, the MKO should model one way in which a task could be 
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completed. The student/learner is expected to ‘imitate’ the MKO until internalization is 

achieved. The following section will further analyze language education within the ZPD. 

 

2.1.4.3 ZPD and language education 

 

From a Vygotskian perspective, the development of higher psychological 

functions is interpreted as the result of mediated activity. Thus, Vygotsky understands the 

development of higher mental functions such as voluntary attention, logical memory and 

concept formation as the consequence of the actual relations that develop between human 

individuals (Vygotsky, 1978). 

As it was mentioned in section 2.1.3.2, Lee (1985) argues that Vygotsky’s 

approach means that language, when verbalized, ends up serving two major functions. 

The emergence of theoretical thoughts and logic is the aspect of language that relates to 

referential aspects of language use. “Inner speech”, on the other hand, is a “function of 

language used to represent the means-end and interpersonal aspects of communicative 

interactions” (Lee, 1985).  

Following from this, Vygotsky (1987) argues that in a problem involving 

scientific concepts, the learner must, with the help of a teacher, achieve something that he 

has never achieved spontaneously. In other words, as Escandon & Sanz (2011) argue, “at 

the lower limits of the ZPD lie spontaneous or everyday concepts. Scientific or subject-

matter concepts are situated at the upper reaches”. Within the ZPD, social activity 

generates knowledge which is co-constructed through the social interaction between the 

individual and the more capable peer.  

Escandon and Sanz (2011), state that “L2 learning is a particular case of 

conceptual mediation, since the L2 concepts are being mediated no longer by everyday 
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concepts but by the whole conceptual-semantic system of the L1, including scientific or 

subject-matter concepts”. However, Lantolf and Thorne (2006: 301) clarify that, ‘while 

scientific concepts are explicit and conscious, not all explicit knowledge qualifies as 

scientific knowledge’. Negueruela (2008) also asserts that “whilst language development 

is predicated on activity, not every single activity fosters development”.  

Negueruela’s concern lies in locating appropriate activities that spur L2 

development. For example, grammar-translation instruction does not necessarily involve 

scientific concepts. The language rules being presented to students employ terms 

dissimilar to those that linguists accept in their scientific analysis of language (Sanz, 

2010a, 2010b). However, as Escandon (2011) notes, instruction with a communicative 

purpose “does not necessarily make use of everyday concepts exclusively”. 

The selection of appropriate activities and instructional design was crucial for 

enabling the learners of this study to achieve their goals and help them progress within 

their ZPD (Escandon & Sanz, 2011). The next section develops this idea by focusing on 

the relationship between ZPD and scaffolding. 

 

2.1.5 Scaffolding and the ZPD 

 

The notion of scaffolding has been an issue of wide discussion in the L2 

pedagogic literature. Stone (1998) had critiqued “the metaphor of scaffolding” and called 

for enriching this framework, primarily since it appeared to apply to the field of learning 

disabilities. Following from this, Palinscar (1998) drew attention to the “atheoretical use 

of scaffolding that has become problematic” (p. 370). Palinscar called for “repositioning 

the metaphor in its theoretical framework,” “consider ways in which contexts and 

activities scaffold learning,” “and research the relationship between scaffolding and good 
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teaching” (p.1). Scaffolding is key for the present study and it is perceived as a general 

mechanism supporting the student’s interaction within his/her ZPD by providing gradual 

assistance for the completion of a task and that can be withdrawn once the commonly 

understood learning aims are achieved. The assistance can be even provided by an 

environment and be tailored to student needs based on continuous assessment while the 

success also depends on the active and dialogic participation of the learner.  

In its original definition by Bruner (1975), scaffolding referred to interactions 

between a parent and a child or between an instructor and a student. The adult (parent, 

tutor) appeared to offer just enough support depending on the progress made by the child 

to complete a task. However, the notion of scaffolding has now assumed a different 

interpretation as the language classrooms have developed a project or design based 

approach. Within this environment the role of scaffolding is to function as a tool in the 

form of hints and prompts that supports the learning process.  The great shift in interest 

lies in the fact that scaffolding does no longer focus solely on describing interactions 

between individuals but it also refers to the utilization of artifacts, resources and even 

online environments as scaffolding mechanisms. The scaffolding construct is now more 

widespread and support can be provided through paper and pencil tools (Puntambekar & 

Kolodner, 2005), technology resources (Bell & Davis, 1996; Jackson, Krajcik, & 

Soloway, 1998), peer interactions (Puntambekar, Nagel, Hubscher, Guzdial, & Kolodner, 

1997), or teacher led discussions (Tabak & Reiser, 1997). As Hubscher and Puntembekar 

(2002: 1) note, “although the original description of scaffolding does little to explain the 

multifaceted nature of supporting learning in the complex environment of a design or 

project-based classroom, the scaffolding construct is increasingly being used 

synonymously with support”. To this extent, further details about the key features of 

scaffolding will be outlined in the following paragraphs. 
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Wood, Bruner and Ross (1976) have defined the term scaffolding as an “adult 

controlling those elements of the task that are essentially beyond the learner’s capacity, 

thus permitting him to concentrate upon and complete only those elements that are within 

his range of competence” (p. 9). The role of various types of scaffolds is to provide 

assistance to the learner and facilitate the movement from actual to the potential 

development, i.e., to support learners while working within their ZPDs.  

In line with this, scaffolding, in the present study, should be perceived as a more 

general support mechanism to assist participants’ development within their ZPD: the ZPD 

is an abstract area, (in constant flux), of a person’s cognitive development that defines the 

limits between which one can learn independently and within which one achieves 

development. Progress within the ZPD is observed when the scaffold is removed and the 

individual progresses from the completion of relatively simple tasks to more complex 

ones without that additional support. However, upon reaching the boundaries of the ZPD 

(i.e. a certain level of cognitive or, in our case, language related maturation), and in order 

for further learning and subsequent development to occur, the [learner] requires 

assistance through interaction with an interlocutor (Lightbown and Spada, 2006:206), 

which could be a more knowledgeable learner or the instructor. 

Let us now turn to the role of the expert which is one of the most crucial aspects 

of scaffolding. According to the initial interpretation of scaffolding, a more capable 

individual, such as an instructor, helps an individual learner by providing him or her with 

exactly the help he or she requires to move forward (Bruner, 1975; Wood et al., 1976). 

Wood et al. (1976) have distinguished between six different supportive roles that an adult 

can assume: recruiting the child’s interest, reducing the degrees of freedom by 

simplifying the task, maintaining direction, highlighting the critical task features, 

controlling frustration, and demonstrating ideal solution paths. The instructor should be 
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viewed as a domain expert and as a facilitator who guides the development of the 

appropriate skills required for effective learning. The role of the knowledgeable adult 

here is not only to motivate the learner and provide the necessary support to accomplish 

specific tasks. As in the current study, the expert should also offer assistance by visually 

representing and modeling aspects of the subject matter to be acquired, by emphasizing 

the critical features of the tasks, and providing hints and questions that might guide the 

students’ process of self-reflection (Wood et al., 1976).  

Successful scaffolding also depends on a shared understanding of the goal of the 

activity. Although some elements of the tasks may be beyond what the individual could 

accomplish by working alone, (Rogoff 1990; Wertsch, 1985a) shared understanding of 

the activity, is considered crucial. According to Puntambekar (2005), this refers to inter-

subjectivity, which is attained when the expert and individual “collaboratively redefine 

the task so that there is combined ownership of the task” and the individual “shares an 

understanding of the goal that he or she needs to accomplish”. The expert’s role, as in the 

present study, is to ascertain that the learner has understood the requirements of the 

activity and to help sustain motivation. 

Providing appropriate assistance based on the continuous assessment of the 

individual’s current level of understanding is essential. The expert should therefore not 

only have a thorough knowledge of the activity and the goals that need to be 

accomplished, but be in a position to identify the learner’s skills that alter as the 

instruction progresses. Wood et al. (1976) stated: 

 

The effective tutor must have at least two theoretical models to which he must attend. 

One is a theory of a task or problem and how it may be completed. The other is a 

theory of performance characteristics of the tutee. (p. 97). 
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The continuous assessment of the learners’ skills at each stage of development 

within the ZPD could lead to a careful “calibration of support” (Stone, 1998), i.e., of the 

scaffolding, and consequently the expert can offer assistance in various ways. In the 

present study, this was attempted by providing in-built scaffolds and feedback that the 

students receive during their online training depending on the level or task score they 

have received (3.5.5). This is similar to the way an expert would employ a range of 

methods and strategies to provide support, by constantly fine-tuning the assistance based 

on the individual’s changing knowledge and capabilities. Hence, this calls for a 

differentiation in the amount and types of strategies which should vary for different 

learners who are at different stages in their learning process, but also for the same learner 

over a period of time.  

The essential component of this process is that the continuous assessment and 

adaptation of the provided expert support should be attained “through the dialogic and 

interactive nature” of scaffolded instruction. As Newman, Griffin, and Cole (1989) 

observed, “the appropriation process is reciprocal” (p. 58). Although the teacher’s role is 

crucial in the instructional process, the learner should also engage as an active participant 

in order for the scaffolded interactions (in our case within the online environment) to 

drive the learning forwards. The interactive nature of scaffolded instruction (Reid, 1998), 

enables the expert to continuously evaluate the learners’ level of understanding and to 

place the student at the center of the interactions.  

 

2.1.5.1 Conclusion 

After discussing the ZPD and its relationship to the mechanism of scaffolding, the 

final key theoretical feature of scaffolding is to remove the support provided to the 
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learner by withdrawing it gradually, so that the learner takes responsibility for learning. 

Therefore, in the present study, progression within the boundaries of the ZPD and with 

scaffolded assistance is understood as a transfer of responsibility from the expert (e.g., the 

computer) to the learner so that the scaffolding can be eventually withdrawn, as the 

learners enhance their ability for independent activity. According to Vygotsky, 

internalization is not a mechanical operation. Hence, from a SCT perspective, progress is 

perceived as the internalization of the steps of a process that allows the individual to 

generalize knowledge and perform an action in similar contexts in an automated way 

without any form of external support. 

 

2.1.6 Research on scaffolding and the ZPD 

 

This section is structured around the notion of scaffolding and how this has been 

applied in the ZPD in various L2 contexts. An overview of various pedagogic models that 

extended the theoretical foundations laid by Vygotsky and SCT will be provided, to set 

the framework within which the present study was developed. The last part will focus on 

a review of studies that have explored similar issues and their findings.  

 

2.1.6.1 Studies in the L2 context 

 

Wood et al. (1976) conducted one of the earliest known studies on scaffolding. In 

their study, 3-, 4- and 5-year-olds engaged in a task of building a pyramid from 

interlocking blocks. Each child was instructed individually following a set of guidelines 

for her tutoring. The instructor responded to the child’s actions by encouraging the child 

to continue after having successfully assembled a pair of blocks. This type of intervention 
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developed into direct assistance by modeling, providing verbal prompts to enable the 

child to think about the task and offering verbal directions or reminders. Continuous 

assessment and gradation of support was taking place as the tutor’s response depended on 

what the child achieved at any particular time. In this study, although younger children 

required more help, the instructor did not always follow the set guidelines in her 

interaction with the students but she adjusted her tutoring to meet the changing behaviors 

of the child. Hence, the tutor provided just enough assistance to help the child move 

forward, subject to the child’s progress. 

Following from this study, one of the most well-known studies on classroom 

scaffolding is the work on reciprocal teaching (Brown & Palinscar, 1985). According to 

Brown and Palinscar, the procedure they developed was “a form of expert scaffolding” 

and “reciprocal teaching [was] a form of expert scaffolding in the classroom” (p. 86). 

Palinscar and Brown’s study was targeting the acquisition of four comprehension 

monitoring strategies by students – self-directed summarizing (review), questioning, 

clarifying and predicting. The learning process took place in an interactive classroom 

context where both the tutor and students participated in the process. Inter-subjectivity 

(which can be thought of as the extent to which two subjects can engage in conversation 

and dialogue that transcends their own worlds/minds) was achieved by getting the 

students to be active participants who understood the value and use of the strategies 

(Donaldson, 1978). The study’s methodology encouraged the teacher to model the 

applications of the strategies to concretize them. If the passage students were working on 

was new, the teacher directed the students’ attention to other elements of the writing such 

as the title. The responsibility for the comprehension monitoring activities was gradually 

transferred to the students. As students became more confident and independent, one of 

them assumed the role of a leader to guide the other learners of the group and clarify any 
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difficulties. During this process, feedback was provided to enable students to achieve 

competence. 

These early interventions are key cases which indicate how the primary features 

(inter-subjectivity, continuous assessment, tailored assistance, fading) were achieved 

within a dynamic, interactive environment. Although, Wood et al.’s (1976) study 

demonstrated a one-to-one situation, the reciprocal teaching studies were conducted with 

small groups of learners in a classroom. In these studies, methodological factors such as 

the quality and quantity of support were varied, depending on the needs of particular 

learners. As learners attained higher levels of skills, the scaffolding was withdrawn, 

offering the learners more control. 

In Lidz's (1991) study, a scale for measuring mediated instruction was used based 

on Vygotsky's notion of ZPD and Feuerstein's work on ‘dynamic assessment.' Lidz 

employed a concept of scaffolding which "describes the tutor/mediator adjusting the 

complexity and maturity of the teaching interaction to facilitate the child's mastery of the 

task; providing support when necessary; and providing encouragement and prompts to the 

child to move ahead when ready" (p. 80). Lidz’s methodology proceeded to the 

construction of a scale for concretely identifying and evaluating an adult's mediating 

behavior when actively interacting with a child in a learning experience incident. The 

scale consisted of 12 component behaviors to be observed in the adult which included 

among others intentionality, meaning, sharing of experiences, task regulation, 

psychological differentiation, affective involvement and challenge. A potential use of 

Lidz's scale was to observe any type of mediated teacher-learner or learner-learner 

interaction in the language classroom and to enable its classification. 

Aljaafreh and Lantolf (1994) started identifying important characteristics of 

scaffolding in L2 contexts. According to these authors (p. 468), an effective tutor 
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intervention should have three characteristics: be "graduated" (sensitive to the learner's 

level of help required), "contingent" (offered only when needed), and "dialogic" 

(achieved through the medium of dialogue). This specific study focused on how negative 

feedback (error correction) was negotiated in tutor-learner interactions. The study 

findings indicated that the ZPD can vary for different learners and that both implicit and 

explicit feedback may be required for error correction depending on the extent to which 

the learner notices an error. As van Lier (1996) has argued, pedagogical scaffolding 

depends on careful and continuous organized observation of what is easy and difficult for 

specific learners, guided by "a long-term sense of direction and continuity, a local plan of 

action, and a moment-to-moment interactional decision-making" (p. 199). 

 A further study of the application of the concept of scaffolding to L2 acquisition is 

Adair- Hauck and Donato's (1994) study of a tutorial lesson in French. The authors' 

purpose was not simply to define scaffolding but also to explore the discourse strategies 

employed within the ZPD and the interaction network when teaching within the ZPD. 

The study illustrates that interactive instruction in the ZPD enhances skill-using before 

skill acquisition (in other words, performance should precede competence). Regarding 

methodology, as the ZPD lesson was progressing, the tutor’s discourse strategies were 

gradually withdrawn as the tutees assumed task responsibility. During the lesson, 

intersubjectivity emerged between the tutor and learner since the task was no longer 

interpreted differently by both. A "temporarily established we" is reached since both 

achieve mutual understanding of the task requirements (p. 548), by reflecting on a shared 

perspective of the instructional situation.  

Ohta (1995) also focused on examining peer scaffolding within the ZPD. 

Similarly to Donato's study, Ohta’s methodology focused on analysing classroom 

interaction between a pair of Japanese language learners, one more advanced than the 
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other, and demonstrated that peer collaboration can positively enhance language 

development. The less advanced learner benefited from peer assistance and the more 

advanced learner experimented with refining her own language through the interaction to 

help her classmate.  

Finally, researchers Anton and Di-Camilla, conducted a study of scaffolding 

during collaborative writing tasks in the Spanish L2 classroom. They carried out 

microgenetic analysis of the students’ interactions and they mentioned the importance of 

repetition, private speech, and first language (L1) in the students' discourse as powerful 

tools of semiotic mediation (Anton & DiCamilla, 1998). 

 

2.1.6.2 Conclusion 

 

All the previous studies focused on researching the application of the scaffolding 

mechanism. Adair- Hauck and Donato's (1994) study in particular has informed the 

methodology of the present study in terms of exploring the students’ planning and other 

strategies employed within the ZPD and their interaction network when teaching within 

the ZPD. The same applies for Ohta’s (1995) study whose design for exploring peer-

scaffolding has been adjusted for the present study’s online peer-feedback tasks and 

general task model (section 3.5.5). The previous studies have also informed the 

theoretical principles of applying the scaffolding mechanism in studies in online 

environments for L2 learning. These studies will be discussed later on in section 2.4.5 of 

this Chapter after an introduction to the characteristics of these environments will 

precede. 
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2.2 Driving development: Pedagogy and SCT 

 

The following subsections will offer an overview of various pedagogic models 

and of the ways in which they have linked (and/or applied) SCT with teaching contexts. 

Section 2.1.2.1. has addressed the difference between systemic and conceptual knowledge 

in Vygotskian literature, while section 2.2.2 builds on it by discussing an approach that 

was developed by Vygotksy’s followers and which was adapted for the present study: 

Systemic Theoretical Instruction (STI).  

 

2.2.1 Galperian approach 

 

At the center of Galperin's theory is the nature of developmental cognitive change. 

Building on Vygotsky's ideas about internalization, Galperin conceived it as a 

transformation process that involves “certain material forms of individual external 

activity into other mental forms of the same external activity and as a specifically human 

form of appropriation of new knowledge and skills” (Arievitch & Haenen, 2005: 158). He 

contended three stages in the process of this transformation. These stages included 

progressing from physical action to oral verbalisation and, finally, to 'internal speech' 

(Galperin, 1989a, b, c). In his view, these internalized actions constitute the essence of 

the mind in terms of structure and content. 

Moreover, the transformation of material actions into internalized 'mental 

processes' is a complex procedure that involves mastery of cultural tools such as higher 

mental functions. Therefore, exploring the process by which cultural tools are acquired 

(or learned) by individuals is crucial in studying cognitive development (Arievitch & 

Stetsenko, 2000). 
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Based on these theoretical claims, Galperin developed his mental action model 

where he interpreted actions as “conscious attempts to change objects according to some 

intended results” (Arievitch & Haenen, 2005: 159). The cornerstone of his approach 

places the analysis of instructional practices at centerstage based on different types of 

cultural tools, and emphasizes the developmental potential of different kinds of 

instruction. 

This was the outcome of an examination of existing instructional practices, which 

according to Galperin failed to provide learners with the cultural tools that are most 

beneficial for their cognitive development. He contended that learners are not offered 

tools that enable them to construct their actions in a form that is most conducive to the 

efficient transformation of these actions into the instruments of mind. Instead, learners are 

often faced with fragmented phenomena that are supposed to be learned by simply 

memorizing them. For Galperin each concrete form of an action can be characterized by 

“two relatively independent properties – the level of abstraction and the quality of an 

action” (Haenen, 2001: 160). As Arievitch and Haenen (2005) argue, Galperin 

distinguished the levels of abstraction into three basic categories which included the 

material, the verbal and the mental level.  

The actions performed at the material level are often supported by “physical 

objects or their material representations” such as models or diagrams (Haenen, 2001: 

160). This level can also foster actions performed “without the actual hands-on 

manipulation of the physical objects” (Arievitch & Haenen, 2005: 159), such as moving 

furniture visually around the room. The verbal level, was defined as a stage where 

individuals no longer require external assistance or tools to guide their actions. Instead, 

“speaking aloud” and “covert speech” serve to perform actions (Arievitch & Haenen, 

2005: 161). Finally, the third level of abstraction, the “mental”, refers to actions that are 
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performed without requiring external tools or audible speech and which are performed 

within the mind, by taking the “form of thought” such as conceptual thinking, or 

“concepts” (Arievitch & Haenen, 2005: 161).   

Furthermore, according to Haenen (2001: 160), a performed action should be 

characterized by quality. This is contingent upon three indicators including 

generalization, abbreviation and mastery. According to Arievitch and Haenen (2005: 

159), for an action to progress through the earlier outlined three levels, the subject matter 

needs to be presented in various ways to focus the learners’ attention “to the essential and 

non-essential properties of the objects studied”. Therefore, the generalization stage allows 

for these object properties to be generalized by the learners. Moreover, when an action 

progresses through the three basic levels “the number of operations that are originally 

part of the action is reduced” and therefore the action becomes “abbreviated” (Haenen, 

2001: 160). Finally, according to Haenen (2001: 160), the action can only reach the 

mastery level if it can be carried out with ease and only if the learner can perform it 

without help from a more knowledgeable individual.  

Moreover, Galperin developed further a method for constructing actions and 

clearly outlined their levels of abstraction to explain his mental action model. Galperin 

emphasized that for the formation of action and the creation of a successful pedagogic 

intervention, three main functions are essential: the orienting function, the executive 

function and the control function (Lantolf & Thorne, 2006: 304). The orienting function 

provides the learner with all the necessary information for the successful operation of an 

action and the last two functions refer to issues of execution and evaluation (Lantolf & 

Thorne, 2006: 304).  

Starting with the orienting function, Haenen (2001: 95) defined it as “the planning 

function of activity”, determining “what is and how something is done”. According to 
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Lantof and Thorne, Galperin had emphasized the role of the orienting function since he 

perceived it as the stage during which the learner deploys conceptual knowledge to 

perform a cognitive and communicative task (2006: 304). Importantly, the learning 

content should be presented as a whole from the beginning of the learning process to 

ensure student and teacher motivation and increased levels of engagement (Lantolf & 

Thorne, 2006: 304). Therefore, the orienting function is essential in the process of 

presenting conceptual knowledge and action goals with clarity to learners through 

explanations and by employing material artifacts (Lantolf and Thorne, 2006: 305). 

Galperin further developed this approach into the concept of “Orienting Basis of Action” 

(OBA) to refer to the “whole set of orienting elements by which the learner is guided 

along in the execution of an action” (Haenen, 2001: 162). This also emphasized that 

learners need to be introduced to “the essential characteristics of their subject matter at 

the outset of study” regardless of their complexities” (Arievitch & Stetsenko, 2000: 77). 

Therefore, the learners’ understanding assumes a more conceptual nature and is not 

simply a series of empirical experiences (Thorne, 2008: 261).  

After developing conceptual understanding of the object of studying, the learners 

should progress at a verbalisation level to “separate the action from its previous 

materialized support” (Haenen, 2001: 163), which is another form of internalization. 

Galperin contended that the introduction of a verbalisation activity assists the transition 

between the materialized and the mental action, however the learner is not yet in a 

position to perform the action through inner speech only (Arievitch and Haenen, 2005: 

161). If one takes into consideration that in Vygotskian thought “social speech becomes 

the source of thought” (Haenen, 2001: 163) it is then understood how overt speech allows 

the learner to perform a task to internalize the acquired concepts through tool free actions 

since these are “replaced by words” (Haenen, 2001: 163). This stage is followed by 
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“silent speech” which involves the transformation of the structure of the speech itself into 

a more abbreviated form since verbalisation at this stage relies only on an “inner 

dialogue” or “covert dialogic thinking” (Haenen, 2001: 164). This leads to the final phase 

which involves “inner speech” and where the learners can perform the mental actions 

without error or assistance and by treating them as mental concepts (Arievitch and 

Haenen, 2005: 161). Therefore, the action reaches the stage where it “constitutes pure 

thought” (Haenen, 2001: 164). 

For the purposes of the current study, the necessary knowledge will be presented 

to learners as concepts that form the minimal unit of higher forms of academic verbal 

thinking (i.e. planning abstract thinking, etc.) (Negueruela & Lantolf, 2006: 81). These 

concepts constitute primary means of mediating cognitive ability and is therefore crucial 

that L2 learning is grounded and guided by “explicit conceptual understanding to promote 

learner awareness and control over specific conceptual categories” (Negueruela, 2008: 

204). Negueruela (2008: 201), claimed that the emphasis on the teaching of concepts 

should be on “constructing understanding that has a direct reflection on oral 

communicative development”. In the present study, this is achieved and assessed by 

inviting the students to deliver academic oral presentations on academic articles 

(Appendix 1). These demonstrate whether the students were successful in establishing the 

relationships between academic article concepts and whether the students have 

internalised the L2 concepts for their individual communicative needs.  

Once the target of instruction is established (section 2.3.2) the next step requires 

the construction of didactic models to “capture the complexities of the concepts” 

(Negueruela & Lantolf, 2006: 84). The models should enable learners to “guide their 

performance and ultimately internalize the conceptual knowledge by regulating their 

meaning making ability” in the L2 context (Salaberry & Lafford, 2006: 8). In Galperian 
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terms this is achieved through the use of SCOBAs. These schemata represent the concrete 

/ materialized form of conceptual knowledge in a “holistic way to avoid rote 

memorization of purely verbal knowledge” (Lantolf, 2011a: 308). To ensure that the 

SCOBAs can function as a psychological tool to assist learners internalize conceptual 

knowledge the representation of the latter, according to Galperin (1989a) “in a 

materialized form  that is concrete” by means of diagrams, charts or concept maps is 

essential to represent the properties and meanings of the concepts . Examples of this can 

be found in the work of Negueruela (2003, 2008) to teach tense-aspect in L2 Spanish. For 

the purposes of the present study though, concept maps were employed to capture the 

semantic networks between various academic article elements. The maps also served as a 

way of structuring thoughts before delivering an oral presentation.  

Moreover, the verbalisation stage is considered very important for internalizing 

concepts and for guiding the learners’ development in the use of L2 concepts for meaning 

making (Negueruela & Lantolf, 2006: 84). The activities at the verbalization stage aim at 

encouraging learners to utilize “the conceptual knowledge that has been internalized” 

(Swain, 2009: 22) and to mediate their conceptual understanding. Thus, the potential of 

self verbalisation manifested either as “self-explanation” or through collaborative activity 

allows the academic language features to become visible for learners to reflect on their 

structure and meaning. Within this STI approach, the verbalisation activities involve 

“learners talking through the concept and not about the concept” (Swain, 2009: 6). In this 

sense, the learners of the present study were expected to explain to themselves, the 

researcher and others by employing the concepts as tools for understanding rather than 

merely verbalising the concepts aloud (Negueruela, 2008: 212). The verbalisation activity 

involved in STI differs from other verbalisation activities such as think-aloud activity 

either concurrent or retrospective (Swain, 2006b). Various forms of think-aloud tasks 
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have been used as a verbal report method to observe the cognitive linguistic process of L2 

learners when performing tasks such as text comprehension and L2 learning strategies 

(Bowles, 2010: 112). However, in STI the verbalisation activities aim at helping the 

internalization of the L2 and not simply gaining access to the learners’ thinking process” 

(Lantolf, 2011b: 38).  

Finally, it should be noted that the research case studies that have been conducted 

within the STI framework have involved a small number of participants (Mitchell, 2009). 

Mitchell argues that within the SCT paradigm researchers implemented complex 

language learning processes with a series of investigation activities which required 

intensive work with “a fairly small number of L2 learners” (2009: 686), at times with just 

one or two participants (Negueruela, 2003). Consequently,  not only does my study aim at 

innovation by applying STI and its underlying concepts (supporting learners through their 

ZPDs, internalization and verbalisation processes) within an online learning environment 

as well as to ascertain the potential of scaffolding to support the internalization and 

teaching of EAP concepts online, but, importantly, it involves a larger number of 

participants. I will now consider in more detail some of the L2 studies conducted within 

the Galperian framework. 

 

2.2.2 L2 studies informed by Galperian pedagogies 

 

The first program illustrating principles of systemic-theoretical instruction in the 

L2 context aimed at teaching foreign languages such as German (Kabanova, 1976). The 

students were provided with generalized schemes to understand and systematically 

identify the sources of grammatical forms in the contexts of human activities and 

practices. For example, the complex rules of German modal verbs, were not presented as 
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a collection of rules to be memorized, but in a systematic way by revealing the functions 

of these verbs. The explanation occurred under the guidance of a teacher who provided 

students with the basic rules for linguistic exploration. 

This program resulted in a cognitive-developmental change, since children 

advanced from an empirical level of thinking (i.e., based on apparent but often non-

significant perceptual features of phenomena) to one that is theoretical (i.e., based on 

essential characteristics of phenomena). Significant improvements occurred in children's 

abilities to analyze, plan, and reflect upon their actions. Furthermore, impressive changes 

occurred in the individual's learning motivation. The individuals in experimental classes 

gradually developed a strong and stable interest in the process of discovering regularities 

and general ways of solving problems. 

Another key, and recent, study in the field was carried out by Thorne et al. (2008; 

2011) who examined the use of “directives” (indirect requests) among twenty 

International Teaching Assistants (ITAs) within an ESL context. The project followed the 

STI model and included three stages: a. Orienting Basis, b. Conceptual Materializations 

and c. Individual and Group verbalisation. Data was derived from a corpus with 152 

various types of academic speech events provided by MICASE and it was used to 

benchmark the ITAs’ performance and develop instructional materials (i.e. diagrams). 

The ITAs were exposed to “corpus informed” data which included the detailed 

description of the use of directives in English (Thorne, 2008: 270-71). The findings 

revealed that there were “visible shifts in the ITAs’ language use that are traceable to the 

mediated corpus-informed materials” (Thorne, 2008: 278-79).  

Moreover, past research into CBI has shown that internalized linguistic concepts 

serve a powerful mediational role in L2 development and use. Concept-based approach to 

teaching (CBI) is a mode of instruction that takes into consideration the principles that 
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were outlined by Galperin earlier. However, in the present study STI is the currently 

‘preferred’ term which is used among a group of SCT pioneers whose work is based on 

Garlperin’s STI approach. Studies in the field have investigated the teaching of tense, 

aspect, and modality in Spanish (Negueruela, 2003), Spanish locative prepositions 

(Serrano-Lopez and Poehner, 2008), genre in an ESL academic writing course (Ferreira, 

2005), the concept of voice in French (Swain et al., 2009), and Spanish literature and 

metaphors (Yanez-Prieto, 2008). CBI, contrary to other forms of explicit language 

teaching, focuses on concepts which provide learners with an orienting basis for the 

employment of a variety of linguistic features (Lantolf, 2007b, 2008). In other words, 

concepts are not bound to particular forms, but rather unite different—and sometimes 

seemingly unrelated—features of language.  

Negueruela (2008), who followed a similar approach developed a 16-week course 

to instruct grammatical concepts such as Spanish aspect, tense and mood. The selected 

topics and concepts were concretised / materialized by employing charts (SCOBAs) 

which served as tools to guide the learners decisions before applying a concept in their 

activities (Negueruela, 2008: 211). Negueruela added a variety of verbalisation activities 

as homework “for which the final product (language knowledge or use) would be in the 

target language (Swain, 2009: 22). There was also a communicative activity which 

employed DiPietro’s (1987) strategic interaction approach (Negueruela, 2008). The data 

in this study revealed that there was significant development in the learners’ spoken and 

written competence (Negueruela, 2008).  

Most research to date on STI has focused on grammar. However, there is “no 

reason why it could not address any aspect of language, including pragmatics, 

vocabulary, discourse, and figurative language” (Littlemore & Low, 2006: 8). In the 
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present study, the concepts of feedback, noticing and motivation were selected to support 

the university students with their academic reading and speaking skills. .  

The preceding sections of the literature review have outlined some of the key 

features grounded in SCT and some of the key pedagogic interventions and research that 

have linked the theory to classroom practice. The next section will highlight the rationale 

of the current project while a more detailed analysis will be found in Chapter 3. 

 

2.2.2.1 Galperian approach in the current study  

 

There is very little work in the area of language use for “regulatory purposes”, 

especially when L2 learners are engaged in genre focused pedagogic tasks (Gánem – 

Gutiérrez & Roehr, 2011: 299), such as the learning of EAP speaking and reading 

discourse. To date there are no empirical studies documented in the literature about the 

role of verbalisation during the delivery of an oral presentation for speaking skills 

development. Furthermore, the present study employs retrospective self-regulation and 

verbalization tasks within a SCT framework (see 3.6.1.1). Moreover, the present study 

has extended the boundaries of the instruction context by transferring the learners’ 

activities and training online within a course management system like Moodle and by 

adopting an approach that has not yet been explored and therefore calls for more research.  

Based on the theoretical and empirical work discussed in this chapter, the current 

project set out to investigate the relative value of an online Moodle pedagogic unit 

designed to foster understanding at a conceptual level by users of L2 English in an 

academic context. Moreover, the relative affordances of Moodle as an environment that 

fostered online academic training were explored along with the effectiveness of the 

scaffolding mechanisms that were developed for each online task. Therefore, this study 



51 

 

collected various types of data including two types of individual verbalisations as 

mentioned earlier, implemented to support the cognitive development of learners in 

relation to the academic reading and speaking skills under focus. Moreover, attention was 

also given to the role of academic concepts in the field of Applied Linguistics embedded 

in the learners’ verbalisation activities, reading texts and speaking tasks. Importantly, 

while existing STI investigations have employed mainly qualitative data, the analysis 

conducted for this study included both quantitative and qualitative data along with screen-

captures and audio recordings of online activity. Subsequently this study hopes to 

contribute to the growing body of research into the potential role of scaffolding and ZPD 

in online environments as a means of facilitating L2 learners’ EAP training; into the 

affordances of STI and online environments to develop the students’ speaking and 

reading skills and lead to overall conceptual development; and into the potential role of 

verbalisation (introspection tasks, oral presentations) as a means of assessing conceptual 

development.  

The model that was developed for the research purposes of the present study 

included elements of the STI approach which are summarised below:  

 

Table 2.1: Systemic Theoretical instruction model 

Systemic Theoretical Instruction 

1. Orienting at a basic level 

2. Acting at a material level 

i.e. employing physical tools, i.e. concept 

maps 

3. Acting at a verbal level 

i.e. verbalisation activities 

4. Acting at a mental level 

i.e. developing conceptual thinking 

5. Orienting at an advanced level 

 

Section 2.3 that follows will highlight the challenges in the area of EAP teaching 

and more specifically in academic reading and speaking. Following from this, Section 2.4 
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will discuss the role of course management systems and particularly the environment of 

Moodle and its characteristics. 

 

2.3 English for Academic Purposes (EAP): A SCT 

perspective on the development of reading and writing 

for academic purposes 

 

2.3.1 Introduction 

 

This research study offers an instructional design investigating a pedagogical 

approach based on SCT focusing on reading in a foreign language, academic vocabulary 

comprehension drawn from selected academic articles and academic speaking when 

delivering an oral presentation within an English for Academic Purposes (EAP) context. 

Therefore, some studies and relevant concepts will be discussed in the following sections 

in relation to current research. Furthermore, the meaning of ‘strategy’ when reading and 

speaking within the academic environment is also considered.  

 

2.3.2 EAP syllabus and course design 

 

Hyland (2006) has referred to three different EAP curriculum options: study 

skills, socialisation and academic literacies. From an academic literacy perspective, 

understanding is seen as a primarily social, situated activity in which text is seen as 

dialogic and multi-voiced. Both author and reader are intimately intertwined in a dynamic 



53 

 

process of meaning-making. Theorists in this area (Lantolf, 2008) recognise the 

Sociocultural nature of discourse viewed under the prism that communication is 

impossible without shared frames of reference, patterns and conventions of language with 

which to mediate meaning. 

The cognitivist approach, which lies behind the study-skills based approach to 

EAP teaching, emphasizes the reading and speaking process which are enhanced by 

relevant strategies. This approach was influenced by L1 (first language) literature 

proponents such as Smith (1978) and Goodman (1967), and brought into the L2 (second 

language) literature by Carrell (Carrell, 1988), Oxford (1990) and Chamot and O’Malley 

(1994). Texts and speech are seen as consisting of propositions which readers/listeners 

must locate and understand, with the primary aim of reading/listening to process 

information.  

Figure 2.2: Meyer’s (1984) cognitive hierarchy of text structure 

 

From a Sociocultural perspective, however, reading and speaking are viewed as 

social practices, involving collaborative, co-construction of meanings between the 

(multiple) voices of the text and the reader (Bakhtin, 1994). Texts/speech do not exist in 

isolation, but in relation to both the reader/speaker and the writer’s/audience’s contexts 

(Hirvela, 2004: 18).  

Within this framework the literature suggests a wide variety of roles for the 

teacher and students. For Jarvis (1983) these include flexibility, analyzing AP situations, 



54 

 

devising performance objectives, producing materials and assessing achievement of 

objectives. An adapted depiction of the EAP methodology followed here can be found in 

Appendix 2. 

Finally, before moving on to the sections that specifically discuss the academic 

skills of reading and speaking (and the way in which learners developed strategies in their 

effort to develop conceptually), a distinction between skills and strategies should be 

made. Skills are automatic procedures that do not require thought, interpretation, or 

choice (Kispal, 2008). They are product-oriented, observable behaviors such as answers 

to questions, skills lists, and taxonomies. Moreover, skills instruction focuses on repeated 

practice in applying skills until they become habitual responses to particular tasks. 

VanDijk & Kinsch (1983) however, have defined a strategy as a routine or 

procedure to accomplish a goal. A strategy therefore, is a conscious plan under the 

control of the learner, who must decide what strategies to use and when. They are 

process-oriented, cognitive operations that learners engage in, generally unobservable, 

which stress the reasoning process learners undertake as they interact with and 

comprehend spoken or written discourse. Most importantly, strategy instruction focuses 

on ways to help students understand what they read. In the present study, as it will be 

explained below, strategies are defined as the learners’ conscious employment of higher 

order cognitive processes to comprehend texts and spoken discourse.  

 

2.3.2.1 Academic reading skills 

 

In the late 1980s and 1990s, a range of studies aimed at identifying the particular 

reading strategies that are used by ‘good readers’, on the premise that these strategies 

could then be taught to less competent readers to improve their reading skills (Devine, 
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1993; Song, 1998). The emphasis was on investigating how SL learners learn or what 

actions lead to successful or unsuccessful performance (Oxford, 1990; Wenden, 1991). 

As Phakiti (2003) observes, the initial distinction was between learning strategies (to 

facilitate acquisition) and user strategies (to enhance performance).  

More recent studies have conceived reading as an interactive process in which 

readers interact with the text by relying on prior knowledge (Carrell, 1985). Bernhardt’s 

(2005) research for instance, further explores the interplay between L2 syntax, 

vocabulary and metacognitive awareness which is considered a component of general 

reading knowledge that may be transferred from L1 to L2 reading. The emphasis on the 

role of metacognitive awareness as enhancing one’s motivational and cognitive processes 

in reading and its importance have been recognized in various correlational studies 

(Gelderen et al., 2003; Guo and Roehrig, 2011).  

However, as Sheory and Mokhtari (2001) mention, research in strategy use by 

advanced second language learners, especially at university programs, is almost “non-

existent”, mainly due to the assumption that reading problems correlate with the level of 

target language proficiency (p. 4). However, in the current project academic reading as a 

skill will be approached by adopting the SCT theoretical approach and by focusing on 

university level second language speakers. This includes seeing the development of 

reading as closely linked to the use of higher order cognitive processes such as reasoning, 

development of concepts, planning, voluntary attention, etc. 

Therefore, the students for the present study were expected to plan their approach 

when reading a text by identifying top-level structures (Smith & Edwards, 1997) or by 

formulating self-generated questions (Padron & Waxman, 1988). The students were then 

trained to focus their attention to specific terminology by underlining (Amer, 1994) and 

to plan and depict the relationships of specific article terms with the use of concept-
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mapping (Amer, 1994; McCagg & Dansereau, 1991) to develop their understanding of 

concepts. Then, the students’ reasoning processes were employed to proceed with note-

taking and planning the structure of notes for summary creation.  

Moreover, as Nuttall, (1996) argues, students are often not taught how to 

approach academic texts. There is therefore, a wide range of macro and micro – reading 

skills that EAP students should develop with the use of appropriate strategies (Nuttall, 

1996).  These skills include activating and orienting the learners’ attention to specific 

concept characteristics, planning their learning by assuming responsibility for their own 

progress, etc. Among the necessary micro-skills to develop is the identification of 

thematic relationships such as cause and effect, comparison and contrast, and 

distinguishing fact from opinion. Other skills also include identifying and learning field-

specific terms (Jordan, 1997) for the development of concepts. 

Furthermore, in an interesting study by Wyatt et al. (1993), reported in Pressley 

(2002) which resembles the structure of the present study, university lecturers (experts), 

were invited to think aloud (verbalisation) as they read articles in their own field of 

expertise. They employed cognitive processes which involved planning their learning via 

predictions, paying voluntary attention when scanning for specific information, 

summarising sections of text, commenting on why certain sections made sense or not and 

monitoring their reading frequently.  

The specific reading skills that were addressed during this training can be found in 

section 3.5.3.  

 

2.3.2.2 Academic speaking skills 

As Flowerdew and Peacock (2001) argue, academic speaking is a very important 

aspect of EAP training. However, “compared to the research article, which is the most 
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researched academic genre, little work has been done to describe the spoken academic 

genres” (2001: 189).  Jordan (1997) describes typical EAP speaking skills as asking and 

answering questions during lectures and tutorials, giving oral presentations and 

participating in discussions. Most of the research though has focused on identifying the 

elements of successful seminar participation to address the learners’ problem with 

seminar speaking (Anderson and Lynch, 2001: 188).  

However, a very important aspect of academic speaking is the oral presentation 

and the present study aims at covering this gap. To date, the discourse structure of the 

typical oral presentation has been described by Price (1997): “general introduction, 

statement of intention, information in detail, conclusion, inviting to discuss.” Moreover, 

Anderson and Lynch (1991) have proposed the following areas of focus for the delivery 

of oral presentations: “sequencing, signposting, delivery and concluding”. The speaking 

skills that were covered during the present study’s training will be presented in section 

3.6.1.3.  

 

2.3.3 Research on reading and speaking for academic purposes: A 

SCT perspective 

 

This section will briefly discuss some of the most recent studies conducted on 

specific EAP reading and speaking skills within a SCT framework. It will start by 

outlining the studies which focused on academic reading and it will continue with 

academic speaking in focus.  

Boivin’s (2013) study investigated the use of theme based content and language 

integration in an English Foundation course at a higher education institution in Malaysia. 

The findings indicated that the content and language integration facilitated vocabulary 
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comprehension according to students. The study involved pre-Bachelor of Education in 

TESOL students with mixed proficiency levels as they would normally enter with low 

academic reading and writing skills. A nine-week research course was therefore designed 

with Language Development learning results. The study used piloted pre and post 

questionnaires and the quantitative data were triangulated with student interviews and 

their coursework reflections. The process entailed skills such as writing an article 

summary, note-taking, creating or designing graphic organizers (i.e. diagrams, etc.), 

critical analysis of arguments and understanding viewpoints. However, ultimately it was 

the design of the process which facilitated increase in student overall motivation within 

this EAP context.  

The study conducted by Amiryousef, Dastjerd & Tavakoli (2013), has focused on 

reading skills as elements of the most recent and important models of reading 

comprehension which are key in the reading process. The study treated reading as a 

componential skill but it has identified the gap that no prior research examined the 

reading components based on EAP students' points of view.  

This study was, therefore, an attempt to explore the reading strategies used by 

Iranian EAP students and reveal their considerations of EAP reading components. A 

questionnaire was developed based on the recent definitions and classifications of reading 

strategies and was given to 170 EAP students along with a survey question to elicit their 

beliefs about major EAP reading components. The results of the study revealed both 

bottom-up and top-down strategy use but a prominence of bottom-up processes was 

evident. They also believed that vocabulary, topical knowledge, structure and reading 

techniques and strategies were the basic components of EAP reading comprehension. 

Finally, the researchers developed an EAP reading model (Fig. 2.3) which was also partly 
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adapted for the purposes of the present study (Fig. 2.4) by keeping the elements of topical 

knowledge, conceptual knowledge and reading strategies.  

 

Figure 2.3: Amiryousef, Dastjerd & Tavakoli’s (2013) EAP model 

 

Figure 2.4: Antoniou (2015) EAP model 

 

 

 

 

 

 

Turning to international students for whom English is an Additional Language 

(EAL) it has now been acknowledhed that they take classes in English for Academic 

Purposes (EAP), delivered in language institutes which exist independently on the 

margins of the university. EAP has received criticism for  ‘skilling up’ students rather 

than taking a critical, ‘literacies’ approach appropriate to the rapidly globalising ‘fluid’ 

contexts of the twenty-first century (Doherty & Singh, 2005; Lea & Street, 2006). In her 

study, Wilson (2014) investigated how EAP reading pedagogies in Australian universities 

are responding to the need for more critical approach by conducting an ethnographic-
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ecological methodology (van Lier, 2004) to gain an understanding of reading pedagogy in 

three EAP learning environments. The study generated qualitative data, including 

classroom transcriptions, observation notes, interviews and examples of students’ written 

work. Combined with Engeström’s Activity Theory (Engeström, 1999; Lantolf & Thorne, 

2006) a holistic analysis of the interaction between the multiple, intersecting elements of 

each environment was conducted. The data, which were also considered for the creation 

of the current Moodle pedagogic unit, suggested that conditions for such a pedagogy 

entail a negotiation of goals, texts and tasks which present high challeng (Hammond & 

Gibbons, 2005). The research also recommends that practitioners create learning 

environments which scaffold direct student engagement and dialogue with texts to 

develop as critical readers.  

The study by Sterzik & Fraser (2012), is one of the few examples which –as in the 

case of this study - has employed concept maps to foster students’ reading 

comprehension. The authors acknowledge that text-based comprehension (Kintsch, 1998) 

alone is not sufficient for academic success and that prior knowledge application to 

define purpose(s), to verify hypotheses, and to infer and question content is also required 

(Macaro & Erler, 2008). The authors contend that even though research has offered 

teachers direction regarding the approach to use when offering strategy instruction, 

specific teaching tools towards this direction have not been developed. Therefore, an 

innovative approach, Reading Comprehension MAP for Situation-based comprehension 

(RC-MAPS) was employed as an instructional technique. This offered teachers an “easily 

modified tool to assist in developing interpretative comprehension skills among second-

language readers in academic environments through the strategy of questioning” (Sterzik 

& Fraser, 2012). 
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Another study by Jarvis and Stakounis (2010), examined academic speaking with 

Non-Native Speakers (NNS) of English at a summer English for Academic Purposes 

(EAP) course. These learners normally have expectations regarding the level of academic 

speaking skills they would like to attain before their postgraduate studies. Jarvis and 

Stakounis (2010) qualitative study and microgenetic analysis of the kind of contact that 

such NNS have with native speakers in the community suggested that “expectations are 

generally not met”. They argued that when developing speaking skills in the classroom 

the need to recognize the importance of interactive and communicative skills emerges by 

designing tasks which contain examples of such language and key strategies. 

Finally, Dashtestani’s (2013) EAP project focused on exploring the use of EAP 

oral presentations with 533 Iranian students. His study assessed the EAP students’ 

perspectives on the use of PowerPoint presentations in EAP instruction. He identified the 

motivating and demotivating factors which might affect EAP students to use PowerPoint 

presentations for EAP learning. By using a mixed-methods research design, including 

surveys and in-depth interviews to address the perceptions of the learners, potential 

obstacles to the use of PowerPoint technology in EAP courses were revealed such as the 

learners’ technical competence or their ability to introduce content to the slides wisely. 

However, the results confirmed that the EAP students perceived PowerPoint as a 

beneficial and effective learning tool which should be incorporated into EAP courses. As 

EAP instruction is based on learner-centered and student-oriented approaches to 

pedagogy, it is crucial that future EAP courses will be developed based on what EAP 

students will be required to perform such as academic oral presentations.  
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2.3.3.1 Studies on scaffolding the delivery of EAP reading and speaking 

courses online 

 

This section will present research studies that have explored ways of scaffolding 

the delivery of online EAP and speaking courses. The discussion will begin with four 

reading studies and continue with the four speaking ones. 

Hsieh’s and Dwyer’s (2009) study examined the instructional and scaffolding 

effectiveness of different online reading strategies for EAP learners. Participants were 

169 undergraduate students, randomly assigned to four online reading treatments: none, 

re-reading strategy, keyword strategy, and question and answer strategy. After interacting 

under relevant instructions the learners obtained four individual criterion measures. Data 

analysis revealed a significant effect for learners receiving the online re-reading treatment 

which also appeared to be significantly more effective than the control for the 

comprehension test. Results also indicated that not all types of reading strategies were 

equally effective in scaffolding different types of learning objectives. For the present 

study, the implications are that during the online students’ reading activities we should 

not expect the learners to use specific strategies with equal frequency when the learning 

objectives of the tasks vary and that identifying keywords or formulating pre-reading 

questions might not be popular. 

Moreover, other studies have established that university students' use of reading 

strategies relates to their level of reading comprehension and more importantly successful 

readers are more active strategy users than less strong readers. However, these findings 

are based on studies using print texts. A large proportion of university reading is online 

though, which requires different skills. As there is currently not a lot of research on the 

utilization of strategies in online environments and whether these are linked to overall 
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reading proficiency, Poole’s (2009) study addressed this issue “by analyzing the use of 

online reading strategies by 527 undergraduate students who completed a quantitative 

survey”. His findings are also important for the current study since they suggest that 

“good readers are active strategy users in both print and online environments”. We should 

therefore expect that weaker students will not be able to employ the appropriate strategies 

to extract the relevant information about concepts. 

Moving on to Watson & White’s (2012) study, their 5 week online summer pre-

sessional course was offered focusing on academic writing, reading, study skills, and 

vocabulary development within a discipline specific course context. Scaffolding was 

offered through the role of the “e-tutor and through the design of the core-content itself 

(activity based learning objects)” (Watson & White, 2012). In detail, “the sequences of 

activities were scaffolded with optional help and feedback” while the tutor also assumed 

the role of “scaffolding student understanding of content through online discussion and 

feedback” (Watson & White, 2012: 316). Moreover, the course offered thematic forum 

discussions each week with live chatting sessions between the students leading to an 

assessed reading task and formative vocabulary tests with automatic feedback. The 

scaffolding assistance was successful without any face-to-face contact with the tutor and 

this was encouraging for the present study too, which offered similar online feedback, 

scaffolding features on Moodle and forum discussions. 

Finally, Narelle Clarke’s (2015) study is probably the most recently produced 

research output regarding the use of Moodle to research the development of academic 

reading skills and its scaffolding affordances in creating autonomous academic readers. In 

her action research project she designed online reading tasks and scaffolding assistance 

was provided in the forum areas both from the tutor and the students who worked in 

collaborative groups. Furthermore, the students entered journal entries once a week, 
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which offered them the opportunity to reflect on their activities. Although in the current 

study, students were not collaborating for task completion, the reflective Moodle options 

and forum scaffolding were implemented in similar ways and were successful. 

The studies on scaffolding the delivery of EAP speaking online, on the other 

hand, have used online environments in collaboration with extra plug-in software (i.e. 

video-conferencing and self-recording functions) to facilitate their students’ oral practice. 

However, the speaking activities that were trialed were not oral presentations except in 

the case of Linardopoulos. This is indicative of the significant gap in research that 

employs Moodle environments for the development of speaking skills. 

Pereira’s (2012) study explored the use of three open source Moodle plug-ins for 

speaking practice: NanoGong, PoodLL and Moodle Language Laboratory, analysing each 

one's advantages, limitations and some shortcomings. Her study also introduced 

Babelium, a new plug-in that allowed to record and share interactive video exercises 

where learners could record their own answers, either using their microphone or their 

webcam. The learners could also receive advice and tips, for their oral production, 

watching a parallel, exercise-synchronized video that demonstrated images, texts and 

words that could be useful for the oral communication effort.  

Following from this, Silva’s (2012) study within a Portuguese University aimed at 

enhancing the students' learning experiences and communication skills by introducing as 

many 2.0. Web tools as possible to make learning through ICT an interactive process. 

Through the use of podcasts and video/audio tools, learners in this study could produce 

material integrating text, image and voice in their individual or group projects. Although 

the learners were studying different languages (some groups were learning English and 

others Portuguese), all students perceived these tools as essential for their progress. This 

study was encouraging for the current project, since in our case students also had to 
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integrate materials such as mind maps and diagrams and develop actual presentations 

from them. 

Tang (2013) also acknowledged the fact that the real experience of speaking a 

foreign language calls for a real time communication. She suggested that practitioners can 

upload documents of relative background information that are frequently used on the 

Moodle platform, which can help to arm the learners with more knowledge to use during 

talking. These documents successfully functioned as models for orienting the learners’ 

actions online to help them frame their oral outputs. Similarly, in the present study the 

students gradually produced documents with article comprehension questions to guide 

their understanding of concepts that would later on be used in their oral presentations. 

The final study to be discussed is by Linardopoulos (2010) who has also noticed 

the little attention given to the opportunities and challenges of the online delivery of 

skills-based courses (that require the mastery of a practical component in addition to 

theory). His study in the teaching of a public speaking course in English was delivered in 

a fully online setting provided by the Blackboard interface which is very similar to 

Moodle. Students were required to view Powerpoint lectures with audio and participate in 

discussion boards weekly. The evaluation for the online section also included three 

quizzes consisting of multiple choice, true-false questions during pre-announced regular 

intervals within the quarter (weeks 3, 6 & 9 of the 10-week quarter system). Students 

were also required to submit, either streaming video online or via VHS/DVD, an 

informative speech and a persuasive speech. There were no face-to-face meetings and no 

synchronous conversation or discussion options. This is the only study that employed an 

environment very similar to the one of the current project for the training and delivery of 

oral presentations online and revealed the positive student performance and attitudes 

towards the training. 
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2.3.4 Evaluating pedagogical approaches in EAP 

 

According to Brindley and Ross (2001), assessment within an EAP context is 

conducted for a variety of purposes and can be distinguished into achievement and 

proficiency assessment. Proficiency assessment concerns “the extent to which learners 

can use the language for their intended purposes” (Brinley and Ross, 2001: 149). A 

proficiency test measures the use of skills in the context of current effort, the implication 

being that there has been practice. Achievement tests, though, are used to determine “the 

extent to which learners have learnt what has been taught during a course of instruction” 

and to “sample the specific skills or knowledge which forms the basis of the course 

objectives” (Brinley and Ross, 2001: 149). An achievement test measures performance in 

relation to recognition from past success. In the present study, the students were required 

to perform tasks which assessed the individual learners’ attainment of the course 

objectives and subsequent progress. 

 

2.3.5 Evaluating conceptual development within an EAP context – 

Adjusting Bloom’s taxonomy 

 

Bloom et al.’s (1956) taxonomy of cognitive abilities (henceforth referred to as 

Bloom’s taxonomy) is still very influential in university L2 pedagogy (Table 2.2) 

(Bloom, 1984; Bloom et al., 1956). Much of the discussion and understanding of the 

place of critical thinking and conceptual development in the late twentieth century has 

arisen from this taxonomy, and similar taxonomies appear in descriptions of learning 

strategies in EAP as those presented by Chamot and O’Malley (1994). The taxonomy was 
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also created to raise classroom teachers’ awareness regarding the tasks they set. With 

categories having “precise and usable definitions” (Bloom et al., 1956: 11) the teacher 

can not only recognize if their tasks fall predominantly into one single category, but in 

this case, can also see possible alternatives (ibid: 3). However, for the purposes of the 

current SCT project, the process of development is seen as closely linked to the use of 

higher order cognitive processes such as reasoning, problem solving, development of 

concepts, decision making, planning, voluntary attention, etc. Thus, Bloom’s taxonomy 

was selected and revised to reflect the principles of the STI approach. The taxonomy was 

used as it offers various levels of conceptual development and with appropriate 

adaptation the students can be easily classified to different levels. 

The original taxonomy comprises of 6 levels of cognitive abilities and it is 

presented in a cumulative hierarchy beginning with easier, less cognitively challenging 

tasks and involves moving progressively through each level to arrive at a final level of 

highly sophisticated thinking. In the context of reading for instance, higher order thinking 

could incorporate the ability to take textual information and combine it with extra 

knowledge to perform a variety of functions. This order remained the same in the revised 

version for the same reasons. 

The first category in Bloom’s taxonomy was Knowledge and at this level the 

learner is required to recognize, remember and memorise information. There is also a 

hierarchical scale of what is to be remembered with three sub-categories: specifics, ways 

and means of dealing with specifics and universals and abstractions in a field. Each 

category is deemed more cognitively challenging than the previous one. At this initial 

level a learner would recall what these are without engaging with information at a deeper 

level i.e. locating and recognizing specific data in the EFL reading classroom. Similarly, 
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in the revised version Knowledge was substituted by memory and the process of 

remembering. 

The second category was Comprehension which involved the reader not only in 

information recognition but also in discovering relationships among data. The category 

was also divided into translation, interpretation and extrapolation. Translating referred to 

transforming data from one medium to another (i.e. table data to words), interpretation 

referred to re-arranging information along with exhibiting summary skills, and 

extrapolation, was the ability to predict a continuing trend from the given data. In the 

revised version, the category is understanding based on conceptual understanding which 

involves grasping meaning, gathering information, interpreting, etc. 

The third category was Application, and it had no categories. It referred to cases 

where the learner could carry out problem solving tasks or put theory into practice in 

terms of transferring an abstract idea to a concrete situation.  In the revised version this is 

Problem solving which involves using information and methods to address a problem. 

The fourth category of Analysis required from the reader the skill to break down 

the information into its constituent parts, classify its individual properties and identify the 

underlying structure of an argument. Analysis also involved the ability to understand the 

relationships between ideas. In the revised version this is Reasoning, which involves 

paying voluntary attention to patterns, formulating hypotheses based on the previous, etc. 

The fifth category was Synthesis, which was a combination of sourcing, 

integration and creation. It involved developing new plans or processes or designing 

programs. Synthesis also referred to combining information from various sources to 

constitute a new “entity”. In the revised version this is Thinking in the sense of evaluation 

which involves comparing, assessing theories, etc. 
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The final category was Evaluation, which required that the learner made 

judgments against set criteria. This category related to personal opinions which would be 

at the comprehension level. To qualify for evaluation, sophisticated criteria were required 

to carry out a review of options and assessment of implications. Anderson and Krathwall 

(2000) revised Bloom’s taxonomy to meet SCT and the new category names were 

Remembering, Understanding, Applying, Reasoning, Evaluating and Creating. In our 

revised version the final level is Decision making, which involves combining, 

generalizing information, etc. The exact original and revised version are presented in 

Table 2.2 and Appendix 3. How the taxonomy was adapted and used in data analysis is 

explained in 3.9.2.1.1. 
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Table 2.2: Summary of Revised Taxonomy of Educational Objectives 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Moreover –and as will be further detailed in Chapter 3 - during Session 2 of my 

study, which was the main treatment session, various activities were developed that 

matched the stages of the STI approach. Table 3.3 (p.112) also indicates the various 

stages and tasks of the training session and how the STI model enabled learners to work 

both from an abstract to a concrete level and vice versa. Tables 3.8 and 3.9 (p. 145-147) 

also offer information on how the revised Bloom’s taxonomy was applied to indicate the 
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cognitive development that learners would achieve upon completing the various tasks of 

the training.  

 

2.4 Open-source Learning Management Systems (LMS) 

 

2.4.1 Introduction to LMS 

 

Computer-Assisted Language Learning or (CALL) as a subfield of applied 

linguistics for language teaching has received considerable attention over the past few 

decades and a wide range of studies have identified specific characteristics and 

limitations of research taking place in the field. All the generated studies in the field have 

varied significantly in their objectives and their focus. A brief review of the types of 

technologies that are appearing in these CALL studies, when treating CALL as a 

technological field, reveals that it is a highly technical field indeed.  

Foregrounding pedagogical objectives for the selection of a specific type of 

technology means that it offers specific enabling features. For example, through 

experience in the classroom, teachers may identify a need to develop a particular 

application for use in a given environment to achieve specific pedagogical goals, and 

develop this either by themselves or as part of a team. Nevertheless, decisions about the 

technologies that are employed are often beyond the control of the classroom guidelines, 

which are required to keep in line with institutional decisions. Institutions select the 

implementation of specific technologies, such as a decision to bring in a course 

management system such as WebCT, Blackboard or Moodle, and expect teaching staff to 

incorporate these technologies into their courses (Levy & Stockwell, 2006). 
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2.4.2 Learning management systems 

 

Moodle was introduced as a learning management system about more than a 

decade and a half ago and its infrastructure has been constantly improving our learning 

settings since the explosive growth of the Internet in the mid 1990s. In the domain of 

foreign language learning, OSS (open source systems), which offer a variety of 

management functions for learning records, multimedia materials and interactive 

communication have popularized WBTs (web-based training environments) such as 

WebCT, Blackboard and Moodle in higher education worldwide. The UK is not an 

exception to adopt this ICT for educational environments under financial support from 

various institutions and funding bodies such as the Joint Information Systems Committee 

(JISC). This offers learners the opportunity to attend blended learning style classes of 

EFL (English as a Foreign Language) while attending at CALL laboratories, for example. 

There are different expressions used to describe educational computer 

applications, including among others e-learning Systems, Learning Management Systems 

(LMS), Course Management Systems (CMS) or even Virtual Learning Environments 

(VLE). Within these settings, learners can access course contents in different formats 

(text, image, sound), and interact with instructors and classmates, via message boards, 

forums, chats, video-conferencing or other types of communication tools (Sanchez & 

Hueros, 2010). These environments offer a set of configurable features, to facilitate the 

creation of online courses, work groups and learning communities (Paulsen, 2003). Apart 

from the pedagogical functions, these platforms provide a set of management features for 

learner registering, monitoring and evaluation activities, enabling the contents’ 

management via Internet. Following Piotrowski’s approach (2010), “an e-learning 

platform represents a system, which provides integrated support for six different 
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activities: creation, organization, delivery, communication, collaboration and 

assessment”. There are also different types of LMS, some of them representing 

commercial solutions (such as Blackboard/WebCT) and others open-source solutions 

(such as Moodle). Regardless the type, several studies revealed the existence of strong 

advantages for using e-learning platforms (Mahmood, 2008; Mellow, 2005; Moura & 

Carvalho, 2009), their adoption though, entails some challenges for the institutions. 

Regarding open-source environments, certain studies identify Moodle (Modular 

Object-Oriented Dynamic Learning Environment) as the most utilised platform in higher 

education, and the easiest to use (Paulsen, 2003; Alexander, 2006; Bremer & Bryant, 

2005; Campanella, 2008; Cavus & Momani, 2007; Miyazoe, 2008; Cole & Forster, 

2008). The next section will outline some of the definitions and characteristics of the 

platform. 

 

2.4.3 Definitions and characteristics of Moodle 

 

2.4.3.1 Introduction 

 

Due to the disappointment of practitioners with the functions offered by previous 

learning management systems (i.e. WebCT, First Class, Lotus Learning Space etc.) 

Dougiamas (1999), presented a different perspective by designing a platform whose 

construction was based on enabling richer forms of dialogue by combining content and 

communication through which teaching and learning can occur. These tools that were 

offered by Moodle enabled both teachers and learners to construct online environments 

within which they could develop representations of their understandings of the subject 

and share them with peers in a variety of ways (Dougiamas: 1999). The prototype of this 
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new system, based on a new pedagogical approach, was trialed in 1999 and on the 15
th

 of 

November 2001, the start of Moodle was announced (Moodle Docs, 2008b). 

The innovative force behind Moodle was the fact that although educational 

resources were usually labeled according to the educators' curricular goals, Moodle, 

initially proposed the labeling of four different approaches which enabled the learners to 

gain access to any educational resource which could support them in terms of defining 

and achieving their own goals (Illich, 2008). The first approach was the (1) Reference 

Services to Educational Objects -an approach which facilitated access to items or 

processes used for formal learning. The second was termed (2) Skill Exchanges--which 

permitted individuals to list their skills, the conditions under which they are willing to 

serve as models for others who want to learn these skills, and the addresses at which they 

can be reached. The third approach was (3) Peer-Matching--a communications network 

which allowed individuals to describe the learning activity in which they wished to 

engage, in the hope of finding a partner for the inquiry and the final approach was (4) 

Reference Services to Educators-at-Large--who can be listed in a directory giving the 

addresses and self-descriptions of professionals, along with conditions of access to their 

services. The previously mentioned steps reflect the initial axes around which the Moodle 

platform was developed and can be considered as important antecedents of the 

constructivist, social constructionist philosophy which was adopted by the developers of 

Moodle.  

Constructivism asserts that people actively build new knowledge as they interact 

with their environment. Constructionism extends the ideas of constructivism and 

maintains that learning is particularly effective when constructing something for others to 

experience. Social constructivism or constructionism extends the above “isms” into a 

social group building things for one another, collaboratively creating a small culture of 
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shared artifacts with shared meanings. However, as it has already been outlined, the 

theoretical framework of the present study is provided by SCT and not by social 

constructivism. The aim is to use this online environment as a space that can support 

(scaffold) the learners’ development while interacting with the courses’ tasks and tools to 

help them develop conceptually.  

 

2.4.3.2 Features of Moodle in short 

 

Moodle is one of the most commonly used open-source e-learning platforms, 

which allows the creation of a course website, ensuring access only to enrolled students 

(Cole & Foster, 2008). This online environment allows for distance interaction and 

exchange of information, by employing mechanisms of synchronous (chats) and 

asynchronous communication (discussion forums).  

Moreover, the Moodle platform offers a set of functionalities grouped in two 

different types: resources and modules (Blin & Munro, 2007). Resources refers to 

instructional materials that are usually created in digital formats and then uploaded to the 

platform. Examples of resources include links to Web pages, PowerPoint files, etc.. 

Modules, are elements developed on the Moodle platform to support the interaction 

among learners and teachers towards manipulation and content transformation (Blin & 

Munro, 2008). Moodle as a platform offers several modules or else termed activity/task 

types, such as Database, Lessons, Assignments, Workshops, Chats, Forums, News, 

Glossary, Wikis, Choice, Quiz, Survey, Feedback, SCORM (Sharable Content Object 

Reference Model) and External tools (Moodle, 2012).  

The task types of the learning platform can be categorized into six classes based 

on the model of Piotrowski (2010) which described the basic functions of these modules: 
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Creation, Organization, Delivery, Communication, Collaboration and Assessment. 

Appendix 4 presents these activities in a table with their correspondence to the Moodle 

modules, and a brief description based on the way Costa, Alvelos and Teixeira (2012) 

matched the modules with Piotrowski’s classes.  

The Moodle platform deployed in the University of Essex (Version 1.5) offered 

three main course formats. The social format which was generally used for courses 

focused on dialogical activities, and for nonteaching activities, such as committee work. 

The weekly format, which enabled content and interaction to be organised on a weekly 

basis, thus matching the academic calendar (i.e. all Essex modules are 10 weeks long) 

and the weekly face-to-face course structure and content. Resources, such as lecture notes 

and additional reading material, along with activities, such as self-assessment quizzes 

could be added to reinforce or verify the knowledge and skills covered in lectures. The 

topic format enabled a more flexible organisation of the course for the purposes of the 

current project and it was particularly appropriate to SCT approaches to teaching and 

learning, which both place the realization of a given task at the core of the learning 

process to facilitate the gradual understanding and assimilation of specific content and 

concepts. Furthermore, the different types of Moodle tasks also offered opportunities to 

design and built-in scaffolding assistance to enable the learners’ progress with the 

completion of their tasks (section 2.4.2). 

Moreover, Moodle allows users to assume specific roles online – each with an 

associated set of permissions. During the academic years 2012/14 the University of Essex 

employed version 1.5 of the Moodle platform. In this version, five user roles were 

available and included the following: Administrator, Course creator, Teacher, Non-

editing teacher and Student. Administrators for instance, have ‘super user’ access by 

implementing changes that affect the configuration of the whole site, have access to user 
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details and can modify all courses.  Course creators on the other hand as in the present 

case, have limited administrative permissions, including the capability to create new 

courses on the system. Teachers can do anything within a course that they are assigned to, 

including modifying the course layout and structure, creating activities, adding content 

and grading students. Students have no editing rights within a course. 

Each module offered at the University of Essex is allocated a dedicated Moodle 

course as in the present case. Prior to the start of each academic year, module co-

ordinators are automatically made the instructors of the appropriate course(s).  

 

2.4.3.3 Moodle support to SCT pedagogies 

 

In this section I will demonstrate how the various mottos of Moodle can be 

interpreted from a SCT perspective to serve the purposes of STI (Moodle Docs, 2008c):  

 

a) “All of us are potential teachers as well as learners - in a true collaborative 

environment we are both”. 

Lots of activities in Moodle are constructed to allow students to control the 

shared, common content of courses, such as forums, wikis, glossaries, databases, 

messaging etc. This could potentially stimulate students to share course experience for 

others and it also encourages more capable peers to assist / scaffold the development and 

learning process of their peers by engaging in collaborative activities. Thus, learners 

mediate their activities, can verbalise their thoughts by relying on the online tools 

available (object regulation) or on the help provided by others (other-regulation) until 

they achieve independent strategic functioning (self-regulation) and gradually internalize 

new knowledge. Development is, therefore, seen as the ability of individuals to make use 
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of the tools of mediation – originally made available by the tutor on Moodle–to 

increasingly control physical and mental activity (section 2.1.3). This developmental 

mechanism is known as internalisation (Lantolf & Thorne, 2006: 152-155).  

 

b) “We learn particularly well from the act of creating or expressing something 

for others to see”. 

Moodle offers various ways for creating representations of student knowledge and 

sharing it. These include the following (Moodle, 2008b): 

 

From an STI approach, this signifies that the learners can work at a material level 

within the Moodle unit and create concrete visualizations of the concepts to be acquired. 

Learners can also progress from the abstract characteristics of a concept to a more 

concrete and specific version of it by modeling it and by adapting their models.  

 

c) “We learn a lot by just observing the activity of our peers”. 

The participants’ pages, the “online users” blocks, the “recent activity” blocks are 

the main places where learners can observe everyone’s activity in their courses. This is 

very important from an SCT perspective as the learners’ profile and capabilities need to 

be taken into consideration by the instructors with a view to developing and adjusting 

activities and tasks to meet their specific needs. Simultaneously, this perspective assumes 
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that the learners are active participants in the construction of how they learn. They relate 

themselves to others and to the learning task based on their educational background, their 

individual goals, their motivation, and what they perceive as important in a task within a 

Sociocultural context (Lantolf & Pavlenko, 2001; van Lier, 2008). 

 

d) “By understanding the contexts of others, we can teach in a more 

transformational way”. 

There are many different ways to find out about the participants:  

 

This is a crucial aspect within the Vygotskian sphere of pedagogy since 

instruction is argued to precede and shape development. Instruction leads to the re-

organisation of mental behaviour by guiding the interaction between theoretical 

conceptual knowledge, e.g., scientific concepts, and knowledge derived from our 

everyday experience, i.e., spontaneous concepts, which are empirically and implicitly 

learned (Lantolf, 2008; Brooks et al., 2010). Therefore, the Moodle environment allows 

practitioners to design instruction which ‘…foster[s] conscious awareness of conceptual 

form and structure” and “foster[s] the interaction and development of everyday concepts 

with scientific concepts’ for the learners’ benefit (Daniels, 2007: 312). Importantly, the 

pedagogical principle of praxis, as defined by Lantolf (2008: 22) involves actively 

establishing ‘the connection between conceptual knowledge and practical activity’ and 

should play a primary role within the L2 teaching context. 
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e) “A learning environment needs to be flexible and adaptable, so that it can 

quickly respond to the needs of the participants within it”. 

  

Flexible and easily adaptable courses can be designed in different ways:  

 

From a learning environment perspective, to support internalisation a Moodle 

course unit can foster several processes such as role playing, and scaffolding which have 

been identified as enabling resources to assist the individual to become self-regulated 

through the ZPD (Vygotsky, 1978; Lantolf & Thorne, 2006). The Moodle unit can 

therefore be seen as the environment that fosters the learners’ ZPD. Moreover, the ZPD is 

an important concept which Vygotsky (1978: 86) defines in terms of actual and potential 

development. Actual development can be translated into individual ability to act 

independently (i.e. self-regulation) whereas potential development is what is beyond the 

independent understanding capabilities of that individual. Within one’s potential 

development, the Moodle ZPD setting serves as a context for observing the distance 

between how the learners perform independently and what they achieve with assistance, 

till independent action levels are achieved; it also serves as a context for developing tasks 

to pave the learners’ progress towards independent conceptual thinking (Poehner & 

Lantolf, 2005; del Río and Álvarez, 2007). 

Table 2.3 below presents the SCT principles for online Moodle training and the 

Moodle affordances for online training.  
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Table 2.3: An STI framework for Moodle-mediated EAP training ~ The case of Learning 

Management Environments 

STI principles for online EAP training Moodle affordances for online EAP training 

Learners 

-Activity generating tasks 
 Realistic academic study environment  

 Ability to navigate in the lesson format 

and locate tools and external links with 

information 

Language 

-Activities should offer learners the chance to 

associate language with conceptual meaning 

-Activities should support language use for the 

learners individual purposes (i.e. delivery of 

oral presentations) 

 High quality asynchronous and 

synchronous communication 

 Academic activities that meet the needs 

of the higher education environment 

 Supportive links with examples of 

activities  

Learning processes 

-Tasks should promote materialization / 

modeling 

-Tasks should promote verbalization 

 Provision of tasks that encourage 

visualization through the creation of 

concept maps 

 Provision of multimedia tasks 

Instruction 

-Activities should support learners through 

their ZPD 

-Activities should offer scaffolding features for 

successful completion 

-Activities should offer opportunities for 

interaction where conceptual knowledge 

guides and shapes the construction of 

meaning. 

 

 Tasks with in-built supportive features 

(i.e. pop up feedback windows, etc.) 

 Ability to use web browsers, word 

processors etc. with simultaneous use of 

Moodle 

 Possibility to engage in asynchronous 

communication and receive peer-

feedback on student work (i.e. 

workshops, discussion forums, etc.) 

 

 

2.4.4 Studies on Moodle environments in the L2 context 

LSM researchers and practitioners in the world have been participating in further 

development and improvement of Moodle in a collaborative style. Teachers or 

practitioners are not required to have advanced knowledge and skills while Moodle is 

easy to use and stable. Harashima (2000a, 2000b), Robb (2004a, 2004b), Brandl (2005), 

Su (2003), Cole & Foster (2009) and Yamada (2010) have all introduced the basic 

features of Moodle and discussed their usefulness in establishing social interaction 

between instructors and students and among the students in language education with 

sample learning tasks and tools. 

The first two studies compared Moodle with other LMS environments and have 

resulted in that Moodle’s instructional design is suitable for L2 training. Miyazoe (2011), 
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for instance, has reported a comparative study of two LMSs (Blackboard Academic Suite 

7.1 and Moodle 1.7.2) in four online courses of ESP and EAP (English for academic 

purposes) at two different universities in Tokyo. The two courses used a semi-identical 

instructional design and LMS usage for comparative purposes to make the most of 

synchronous oral interaction (verbalisation tasks) and asynchronous written interaction in 

the target language. The post-course questionnaire focusing on students’ evaluation of the 

course design, online interaction, and LMS usability revealed a higher usability of 

Moodle over Blackboard in terms of course design while the correlation analysis revealed 

that such a result was related to the students’ participation in online interaction and 

appreciation of the online course delivery over traditional learning. 

Al-Jarf (2009) has compared the effectiveness of WebCT, Moodle and Nicenet 

within an EFL instruction setting by teaching freshman students at a Saudi Arabia 

college. She reports that Nicenet enabled students to get the best results in post-test scores 

and the post-treatment questionnaire revealed the positive attitudes towards it while the 

learners using WebCT and Moodle were not motivated and had negative attitudes towards 

online learning. However, these learners had a low level in English and no prior 

experience in online instruction. Hence, if they were more sophisticated linguistically as 

well as technically, the results would be different by introducing more online activities 

under clear instructions with useful tools such as forums, quizzes, and additional 

resources. This study has informed the current project since it clearly indicates the 

components that practitioners should take into consideration to ensure that environments 

like Moodle will be effective. 

Although Moodle is not designed particularly for language teaching purposes, it 

offers a number of useful learning tools that can be employed in EFL/ESL contexts or 

teacher training projects (section 2.4.3.2). For instance, Suvorov (2007), Su (2003) and 
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Meurant (2008) suggested its use for ESOL (English to Speakers of Other Languages) 

writing classes since the typical Moodle course affordances offer a set of tools that enable 

the integration of a broad range of assignments, activities, and multimedia resources, and 

delivery of teaching materials. Similarly, Su (2003) has also introduced the basic features 

of Moodle within a pedagogical background and has implemented it in a collegiate 

writing environment. The findings indicated that it effectively helped English writing 

teachers organize their teaching materials, improve their means of communication, and 

retrieve their records of interaction with students. Nevertheless, among the drawbacks 

were found issues such as technical breakdowns, and inadequate computer facilities (Su, 

2003: 23). These two studies are indicative of the environment’s applications but also of 

the possible disadvantages that could be encountered in similar projects. 

Furthermore, concerning the emerging significance of second language (L2) 

digital literacy within EFL, Meurant (2008) discusses that Moodle has a special potential 

in EFL education to promote students’ development of L2 digital literacy in Korea 

because Moodle forces English to be used exclusively throughout a course website and 

the meta-language can be made the target L2. This has significant impact on aspects such 

as designing verbalisation tasks which can encourage learners to reflect on target 

language use only and internalize knowledge. 

Turning to the topic of enriching the L2 Moodle environment with available tools, 

Berggren et al. (2006), Williams (2003), Stanley (2003) and Bateson (2008) have 

researched the use of these tools. Berggren (2006) has documented the discussions and 

experiments of a team of teachers active in the Moodle community who were researching 

the development of international standards in the future versions of Moodle. After 

analyzing the implications of integrating the learning design (LD) specification into 

Moodle and the operation of various tools within the Moodle context, they argued that 
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continued and open dialogue between practitioners and developers of both LD and 

Moodle is necessary to achieve transparent integration. This has thus made it necessary 

for the present study to seek feedback for the effectiveness of Moodle tools. 

Williams (2003) reported a training course for pre-service Educational 

Technology teachers focusing on a Moodle quiz project and survey results. The trainees’ 

comments indicated an increase of self-motivation by a series of creative tasks and 

cognitive benefits with new ICT and teaching skills. The exact same task formats were 

also used with the participants of the present study to orient the learners at a basic level 

during the initial instruction levels and to expose them to contrasting views of the same 

concepts.  

Moreover, Stanley’s (2003) study focused on vocabulary acquisition in an 

intensive reading course at Kanda University of International Studies while using 

Moodle. He reported the summary of a student generated glossary, similar to the one 

created by the learners in the present study, that provided students with information 

necessary vocabulary items and  a variety of opportunities to see the items in different 

contexts. He concluded that Moodle and its glossary module in particular have been of 

immense help to practitioners while enabling learners to learn vocabulary well beyond the 

classroom even with limited class hours of learning. In the present study, the creation of 

the glossary was also a type of materialization task which allowed learners to concretise 

abstract concepts and create a list of the most essential ones to direct their learning 

process and focus. 

When turning to the issue of educational praxis and task design, Bateson’s (2008) 

research offered nine ideas for language teachers to incorporate into their teaching with 

Moodle that ranged from small tips to more fundamental changes in the way Moodle was 

used. He suggested exploring new types of Moodle activities such as using modules like 
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the HotPot, Glossary, Choice, and Database, linking single resources into a cohesive set 

of tasks, using Windows Notepad as a whiteboard, using invisible text to line up 

conversations, using grades to motivate students, using groups to save duplicating course. 

All of these ideas did not only facilitate course delivery for language teachers but have 

also engaged participating students in a variety of task formats and have shown that 

Moodle offers a multifaceted L2 teaching context. 

Regarding the effectiveness of specific Moodle activity types, Bateson (2008) has 

paid special attention to QuizPort module for Moodle. This was concerning the creation 

of adaptive online learning materials to match with students’ ability and preferences by 

detailing examples step by step. The specific module has also been employed in the 

present study to gradually lead learners to specific tasks and feedback messages 

according to performance. 

Regarding Moodle as an environment that fosters ESP teaching, Baskerville & 

Robb (2009) have reported a summary of how Moodle has successfully been 

implemented at Kyoto Sangyo University for the purposes of an English for Specific 

Purposes and Business English course with an emphasis on written communication. It 

was a hybrid course with a published textbook and Moodle offered the interactive aspects. 

These included successful implementations of asynchronouns communication via forums 

that enriched the students’ experience and motivation similar to those of our current 

project. 

Finally, Hinkelman & Grose’s (2005) study focused on examining the 

assessment/evaluation affordances of Moodle by conducting a pilot listening/reading 

comprehension placement test in 2004 at Sapporo Gakuen University. They discussed 

testing approaches, test design, hardware and software selection, test administration, 

placement procedures, and evaluation of results with item analysis. They concluded that 
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with sufficient hardware resources, Moodle was successful in providing a practical 

technical platform for administering placement tests to large numbers of students in a 

short time with time savings in the making and analysis of test results. This study has also 

informed the present study’s design of task scoring from a technical perspective since it 

suggested presenting feedback gradually, right after each item and using a progress bar 

indicator to maintain the students’ motivation. 

Some of the previously discussed research on Moodle has traditionally compared 

systems, explained the affordances of various types of Moodle tasks or indicated in 

general the environments’ use within an L2 teaching context. There is though a 

significant lack of work which carefully addresses the issue of utilising Moodle in such a 

way to foster work within ZPD or uses Moodle traits to scaffold the learners’ 

understanding at a conceptual level. These are the gaps that the present study will attempt 

to bridge. The following section (2.4.5) will outline the ways in which scaffolding has 

been implemented thus far in various platforms within an L2 teaching context. Some of 

the following characteristics have provided the basis for the formulation of this study’s 

online scaffolding framework.  

 

 

2.4.5 Studies on scaffolding and online environments in the L2 

context 

 

Online learning environments that host real-time communication between users 

within the framework of an online environment have long been of interest to CALL 

researchers. At the initial stages, extended research focused on the use of multiuser 
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object-oriented domains (MOOs) that used text-based virtual worlds (Schwienhorst, 

2002; Shield, 2003).  

Recently, researchers have studied alternatives to designing and using 

technologies to scaffold learning. Hill and Hannafin (2001) classified technology-

enhanced scaffolds for open-ended, student-centered learning into four types: conceptual, 

metacognitive, procedural, and strategic. Hadwin and Winne (2001) contrasted implicit 

and explicit scaffolds. Saye and Brush (2002) distinguished between hard (fixed, stable, 

pre-set) and soft (dynamic, flexible, adaptive) scaffolds and Azevedo, Moos, Greene, 

Winters, and Cromley (2008) conceptualized fixed and adaptive scaffolds to promote 

self-regulated learning. These types of online scaffolding were adapted according to the 

basic features that were defined by Bruner (2.1.5) but were also adjusted to the 

affordances of the online environment in which they were offered (i.e. by addressing 

anonymization issues, forum posts, etc.).  

Consistently, research on metacognitve tools has underscored the significance of 

adaptive, human scaffolding in facilitating among many other subjects science learning 

with technologies too. This research reflects a balance between domain content 

knowledge and self-regulated learning processes. Azevedo (2005) indicated that such 

adaptive scaffolding enhances student problem solving by fostering “(a) shifts in their 

mental models, (b) gains in declarative knowledge from pretest to posttest, and (c) 

process data regarding students’ self-regulatory behavior”.  

In Tiangtong & Teemuangsai’s (2013) study, the feature of scaffolding was 

imported in the Moodle platform within a problem-based learning (PBL) context. The 

researchers developed four scaffolding modules for collaborative PBL with 

undergraduate students. The four modules consisted of metacognitive, conceptual 

scaffolding, strategic and procedural scaffolding and each of the modules was represented 
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by a 3D animationed cartoon teacher to attract the students. The findings indicated that 

the degree of satisfaction towards the scaffolding from the experts and towards the 

scaffolding from the students was also high. 

Furthermore, computer-enhanced scaffolding can assist students in structuring 

complex tasks by “problematising” (Reiser, 2004: 282) content knowledge. In this study 

scaffolding has enabled learners articulate and act upon problem solving processes and 

learning activities. Given the wide range of examples and uses, researchers seek to 

understand the differences among and the nature of numerous types of scaffolds and the 

conditions under which they are effective: “what to scaffold, when to scaffold, how to 

scaffold, and when to fade scaffolding” (Lajoie, 2005: 542). Scaffolding research rarely 

reflects the dynamic and holistic nature of classroom interactions (Kim, Hannafin, & 

Bryan, 2007). Rather research typically focuses on particular features and affordances of 

technology in a bound setting. In our case scaffolding will be further conceptualized 

according to its purposes, interactions and sources by taking into consideration the 

following. 

Among scaffolding purposes, procedural scaffolds guide the student in addressing 

operational aspects of the learning environment rather than investing cognitive resources 

in negotiating routine procedures and navigation. Conceptual scaffolds help students to 

identify essential knowledge gaps between what they already know and what they need to 

know. They guide students’ understanding about the problem content and relate 

knowledge and gradually fade as students negotiate the knowledge and skills needed to 

solve the task. Metacognitive scaffolds assist students in assessing their state of 

understanding, reflect on their thinking and monitor their problem solving processes. 

Strategic scaffolds help students to consider alternative approaches to addressing 
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problems and they prompt students to consider alternatives to framing, addressing and 

resolving tasks. 

Scaffolding interactions according to Kim and Hannafin (2011) are typically static 

or dynamic. Static scaffolding is provided in the form of fixed directions, procedures or 

information that typically do not involve negotiation between the students and the 

scaffold source (e.g. text, tool, or technology). Dynamic scaffolds provide interactive 

methods to assess learners’ progress and provide feedback in response to differential 

learners’ needs (.e.g. cues and prompts). Learners assume responsibility for regulating the 

amount and pace of scaffolding or this could depend on their performance and they 

determine which and where scaffolds are deployed (i.e. in case further explanation is 

required during a task). 

More specifically, many tools and guidelines have been developed to assist 

learning and teaching in technology rich classrooms (Demitriadis, Papadopoulos, 

Stamelos & Fischer, 2008; Lindh and Holgersson, 2007). Research however, suggests 

that they fail to either reflect the process through which individuals learn or to optimize 

technological affordances (Hannafin, Kim and Kim, 2004). In practice, students 

experience difficulty utilizing technology scaffolds to inquire in problem solving inquiry 

environments and often require considerable assistance (Kim and Hannafin 2007). 

Practitioners tend to use technology scaffolds to enrich ongoing teaching approaches 

rather than contextualizing and integrating the scaffolds to facilitate student problem 

solving (Cuban, 2001).  

While scaffolds used to be provided by practitioners or peer learners they can now 

be programmed into computer software and educational applications. Researchers who 

have analysed the use of computers for assisted learning scaffolding include Davis and 

Miyake (2004), Demetriades, Papadopoulos, Stamelos and Fischer (2008), Hmelo and 
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Day (199), Yelland and Matsers (2007) and Zydney (2010). Sale and Zimmerman (2004) 

describe the instant feedback, computation power, graphical representation and 

interactivity of digital environments as positive characteristics in terms of user data 

collection and rule induction. They believe that users who are given sufficient support 

and guidance are less likely to become frustrated by repeated failures or to give up under 

excessive cognitive loads. 

Moreover, Lin et al. (1999) suggested four kinds of scaffolding in e-learning 

environments: reflective social discourse, (a form of a commentary tool for evaluation), 

process prompts (i.e. a set of built-in criteria embedded on the tasks and guiding the 

learners in their attempt to form questions, for example by providing generic question 

forms and sample questions) and process displays (options for different versions of the 

questions to be consulted by the learners) and frustration control options (to enable the 

learners to overcome technicalities when using the platform). 

Finally, Gardner, Gánem-Gutierrez, Scott, Horan, and Callaghan (2011, 2009) 

reported on a study which aimed at investigating the technical feasibility and pedagogical 

value of a virtual space called SIMiLLE to provide a realistic Sociocultural setting and 

content for EFL interaction; two tasks were compared: a role-play and a treasure hunt. 

Based on analysis of introspective data obtained by means of questionnaires, 

observations, focus groups, and screen video recordings of the participants’ interactions 

(N = 11) while carrying out the tasks, it was concluded that both tasks provided 

opportunities for collaboration, co-construction of cultural and linguistic knowledge, and 

cultural awareness. The tasks provided learners with opportunities to practice listening, 

speaking, reading, and writing in the L2 as well as opportunities to work on vocabulary. 

Importantly, the participants and their language tutor considered the experience in 

SIMiLLE highly relevant for their L2 development.  
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2.4.6 Conclusion 

This chapter has introduced key concepts and principles of SCT, the main 

pedagogic models that have informed the design of the present study and the ways in 

which the previous could contribute to enhancing higher order mental processes involved 

in the development of reading and speaking skills for academic purposes. The advantages 

and limitations of various studies that have employed mechanisms such as the ZPD and 

scaffolding have also been discussed. Since previous studies have not focused on 

designing online pedagogic units to promote work within the ZPD for EAP learners and 

scaffold their progress towards conceptual development, there is therefore need for 

research involving the reading and speaking training of learners within this framework.  

In the following chapter, the research questions will be introduced and a detailed account 

of methodological procedures will be presented. 

 

 

3. Research Design and Methodology 

3.1 Introduction and overview of the chapter 

 

This study aimed to investigate how knowledge at a conceptual level (see 2.1.2.) 

can be fostered and supported online, and examine the effectiveness of an online 

(Moodle-based) Pedagogic Unit to enhance reading and speaking skills for academic 

purposes. This chapter will explain the research methodology in detail, including 

information about the participants and the context, the instruments used, and the 

procedures for data gathering and analysis. 
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3.2 Research questions 

The present study aimed to investigate an online (Moodle) Pedagogic Unit 

designed to foster understanding at a conceptual level, with specific focus on reading and 

speaking skills in an L2 academic context. Moodle is an online open-access Learning 

Management System (LMS). For this purpose, the following research questions were 

addressed by implementating an exploratory qualitative design: 

 

The general main aims of the training provided by the Pedagogic Unit were to 

enable students to deliver an oral presentation after having worked on their academic 

reading skills and conceptual knowledge (see 3.5.3). Given the complexity of the research 

design and Pedagogic Unit, Figure 3.1 below provides a schematic representation of the 

latter: 
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Figure 3.1: Main target skills and structure of the pedagogic training unit 
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3.3 Rationale for the research design 

To ensure that the research design was appropriate to address the outlined 

research questions within the theoretical framework discussed in Chapter 2, the present 

study has adopted an exploratory qualitative approach (Dornyei, 2007: 94). The 

theoretical background for the present study is primarily based on Galperin’s work, one 

of the major figures in the socio-cultural school of thought, who was influenced by 

Vygotsky’s theory of mind. The central aspects of his theory concerned how human 

mental activity is formed from the transformation of “external” activity. Based on 

Galperin’s framework I sought to explore and, eventually, demonstrate how individuals 

internalise external activity to internalise a deeper understanding of academic texts and 

concepts using a procedure called “stepwise formation of mental actions” (Galperin, 

1989: 34, see section 2.2.1).  

Following Vygotsky’s argument about the leading role of instruction within the 

ZPD, Galperin developed an instructional approach to foster development. According to 

Arievitch and Haenen (2005: 157), Galperin developed a research methodology that 

“favoured the active construction of actions in the external form and guided 

transformation of those actions into mental processes”. From a similar standpoint in the 

present research and by focusing on conceptual thinking and development just like other 

Galperian studies (1965), his conceptual framework has also been used here. Galperin 

conceptualized internalisation as a transformation of certain (material) forms of 

individual external activity into mental forms of that same external activity and as a 

specifically human form of appropriation of new knowledge and skills.  

Based on this, he classified each concrete form of an action into three Basic levels 

of abstraction which were called the material, the verbal and the mental levels. 

Furthermore, Galperin’s teaching strategy suggested that any kind of knowledge is 
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mastery of different kinds of actions (activities - tasks). According to Arievitch and 

Haenen (2005: 160), this was feasible by involving the learner in a “spiral model” of 

teaching through which the learner passes from all the previous levels: first by 

undertaking a task materially in detail so that all the aspects become apparent, then by 

performing the task verbally and finally by being able to perform the task automatically.  

This model was essential in this study so that I could foster as well as document 

the students’ process of internalisation of their actions while they moved along a 

sequence of levels in mastering a given task. This instruction process according to 

Arievitch (2005: 160) entails gradual improvements of the sub-actions performed by the 

students, “an ability that leads to better understanding, execution and acquisition of action 

at a particular level” and allows students to orient themselves in and out of an action.  

Following this pedagogical approach, I acted as a teacher facilitator with support from the 

Moodle environment. I have used an exploratory qualitative approach since a major part 

of my research was exploratory, using cyclical and recursive qualitative data analysis 

procedures and quantitative data such as task scores and online feedback questionnaires 

that the students were required to complete. To address all four RQs, qualitative data 

were collected through audio recordings of academic oral presentations, introspection 

tasks, semi-structured interviews, audio and video recordings, screen-captures from 

online activities and analysis of concept maps.  I also used semi-structured interviews to 

gain insight from the participants, about their opinions on their  training (RQ 4). I have 

also used introspection tasks since Galperin’s position supports self-regulation, described 

as the students’ capacity and willingness to skillfully monitor and evaluate their learning 

(RQ 1). As outlined in section 2.2.2.1, the model employed to support the participants’ 

conceptual development is structured as follows (Arievitch and Haenen, 2005: 160): 
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1. Orienting at a basic level  

2. Acting at the material level (operative and figurative thinking)  

3. Acting at the verbal level (verbal thinking) 

4. Acting at the mental level (conceptual thinking) 

 

Another reason behind adopting a primarily qualitative design is that, in line with 

sociocultural theory, the emphasis is on the process of learning rather than exclusively on 

the product (Merriam, 2001; Schrire, 2004). The paragraphs below describe the creation 

of the Pedagogic Unit and its various components. 

The project relied on the design of a Pedagogic Unit with in-built scaffolding 

features (section 2.4.5), to enable students to develop their conceptual understanding 

(with specific reference to Applied Linguistics terminology) and their processing of 

academic articles through a series of exercises on Moodle (see 3.5.6) given the academic 

context of the study. The Pedagogical Unit was implemented through Moodle. Emphasis 

was placed on the participants’ development of academic reading and speaking skills (i.e. 

for academic presentations). A more detailed analysis of the design of the tasks, the 

materials, the scaffolding features and the general structure of the unit will be presented 

later. Apart from the Moodle Pedagogic Unit whose content was taught within 3 days in 2 

hour sessions, there was a pre and a post session meeting with the participants of the 

study. Given that most of the current published studies to date that follow an STI 

approach are also short-term and that in the EAP field interventions tend to be of a 

smaller scale (i.e. pre-sessional courses), this short course is useful and necessary. This is 

in order to speculate about the effectiveness of similar programs in situations where 

students are required to develop skills within a short period of time.  
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At the pre-sessional stage the participants were asked to read an academic article; 

then engage in introspection by reflecting on their academic article reading strategies with 

access to the article to refresh their memory.  

After reading the article (on giving feedback in second language acquisition - 

SLA), participants were asked to create a mind-map of the article’s main ideas to prepare 

for the delivery of an oral presentation. Then, the students worked on a second academic 

article as part of a 3 day training module (the treatment) and they followed a series of 

tasks whose design and objectives will be analysed later. Their activities were recorded 

with digital audio recorders and by using screen – capture software. The Pedagogic Unit 

on Moodle also contained feedback questionnaires for each session. After the final three 

day training, the students submitted their presentation of the academic article online and 

they delivered it orally. The students were also invited to attend a post-interview with 

exactly the same pre-interview format but on a different reading article and topic. They 

were also interviewed on their whole experience of the course (see 3.5.7, Table 3.5, for a 

chart summarising the procedures). 

Therefore, a variety of research instruments were employed including 

introspection techniques, recorded interviews, pre-post interview tasks, online tasks and 

questionnaires, screen-captures and audio recordings of the online tasks. All the selected 

research instruments and methodology will be detailed in the following sections along 

with the rationale behind them. 
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3.4 Participants and context 

 

As mentioned earlier, the present study was conducted at the University of Essex 

over a period of 2 weeks. The research participants were volunteers who agreed to 

participate when invited (Appendix 5). As shown in Table 3.1, the participants were 13 

MA students. All of the participants were studying towards their degrees and their 

country of origin and age varied: 4 Greek female students (aged 22-26), 1 Russian female 

student (aged 22), 6 Chinese female students (aged 22-28), 1 male student from Hungary 

(aged 24) and 1 British male student (aged 20). Their familiarity with computer enhanced 

learning (CEL) ranged from none to some familiarity but they were all computer literate, 

familiar with Moodle, which is the course management platform used at the University of 

Essex. The participants’ study interests differed since they specialised in different areas 

of Linguistics such as SLA, Bilingual development and evaluation of course materials.  

 

Table 3.1: Biodata of the participants 

Participants Gender Origin Age MA CEL 

S1 Female Greek 22 Applied Linguistics None 

S2 Female Russian 22 TESOL Some familiarity 

S3 Female Chinese 25 Linguistics Some familiarity 

S4 Female Greek 23 Linguistics None 

S5 Female Chinese 26 Applied Linguistics None 

S6 Female Chinese 28 TESOL Familiar 

S7 Female Chinese 25 Applied Linguistics Some familiarity 

S8 Female Chinese 22 Applied Linguistics None 

S9 Female Greek 26 Applied Linguistics Familiar 

S10 Female Chinese 24 Applied Linguistics Some familiarity 

S11 Male Hungary 24 Linguistics Familiar 

S12 Male British 20 Linguistics Familiar 

S13 Female Greek 25 TESOL Familiar 

 

The participants for the study were guided by the researcher who also acted as 

facilitator of this pedagogical intervention unit. Student selection was based on their level 
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of studies (postgraduate level), their interests (i.e. Applied Linguistics, etc.), and 

availability to participate in the project after a brief discussion about it. 

Besides the students’ opinions on delivering teaching via online virtual 

environments and their insights from their personal research and study of Academic 

English and research articles, their perspectives as students were also indispensable for 

this study. They are valuable data for a comprehensive analysis of the teaching techniques 

and the effectiveness of the designed Pedagogic Unit.  The reasons for choosing 

postgraduate students of Linguistics rather than other undergraduates or students from a 

variety of study backgrounds are summarised below. 

The importance of using EAP reading and speaking skills within an academic 

environment according to Hyland (1997: 89) is more evident at a postgraduate level 

mainly because this level of students focuses on consulting academic journals for their 

studies or delivering presentations in conferences. However, the ability to engage in 

conceptual understanding and knowledge necessary to successfully understand 

sophisticated, academic texts and deliver effective academic presentations varies 

considerably. Students at this level seem to understand text but rather superficially, 

focusing on the basic meanings and there is still considerable ground to be covered 

especially by international students with lower IELTS levels (BALEAP, 2011).  

In this study, the students were at a minimum IELTS 6.5 level which is the 

requirement to enter a master’s degree in the Department of Language and Linguistics. 

Participating in this project enabled the participants to understand their weaker points and 

learning needs regarding the target academic skills through practice and self-assessments. 

Their explicit opinions and concrete suggestions based also on their experience with the 

pedagogical unit and the teaching focus, materials and teaching models, was also sought 

and provided valuable information. Given the theoretical underpinnings of the study and 
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the type of information necessary to address the research questions, having a cohort of 13 

participants in the study was deemed to be appropriate to render both quantitative as well 

as a rich, but manageable, amount of qualitative data. 

 

3.5 Design of the Pedagogic Unit 

 

A number of considerations were taken into account in order to design the online 

course and to ensure that the teaching of the target academic skills would be successful 

by leading to the development of conceptual understanding and progress of the learners. 

For all these purposes a needs analysis (section 3.5.1.) was conducted by approaching 

postgraduate students who had to deliver their presentations. A list of key areas where the 

students should focus but also a list of the skills required for understanding academic 

articles and delivering oral presentations was compiled. This along with an EAP task 

model (section 3.5.3) formed the basis for the design of the Moodle tasks that could 

facilitate the students’ activity and serve towards developing specific skills. To foster this 

development the tasks were based on a carefully selected academic article topic. The 

tasks were later on organised/grouped into 3 sessions which lasted 1.5 hour each and their 

online design was initiated on Moodle. While developing the tasks the researcher 

reviewed a number of scaffolding models that have been presented in the literature 

review (section 2.4.5). The Pedagogic Unit included a series of scaffolding mechanisms 

based on a specific model which informed the creation of a unique scaffolding construct 

and this will be presented in section 3.5.5.  
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3.5.1 Carrying out a needs analysis 

 

To decide on the areas of reading and speaking skills that the students would most 

probably need to focus on, an analysis of their needs was essential (Jordan, 1997: 20). To 

determine the needs of the students a target – situation analysis was followed (Munby, 

1978). The end product was a profile of the students’ specific language skills (EAP), also 

partly formulated by observing the students. The researcher in collaboration with a CALL 

module senior lecturer observed and recorded the academic oral presentations of three 

Masters students (not participating in the main study) that had to deliver oral 

presentations based on academic articles as part of their examination procedures. The 

students were asked by the module leader to deliver a 15-20 min oral presentation where 

they had to cover the main ideas of an academic article that they were assigned to read for 

one of their modules. The researcher, with the informed consent of the participants, 

recorded the presentations of the three students. The rubric shown in Appendix 6, was 

used to assess the students’ academic oral performance and was based on an existing 

rubric that was used by the Language Centre of the University of Auburn (2010) to 

evaluate the oral presentations of students from various disciplines (see 3.5.3). Its main 

purpose was to identify the potentially weak areas of the observed students by using the 

scale at the top and the weights in order to classify students in the appropriate band. 

From analysing the participants’ oral presentations, areas of work for further 

improvement (see 3.5.3) were identified which led to the development of a list of skills 

that the students needed to develop to first understand an academic paper and then to 

deliver an academic presentation based on that paper. The identified areas included the 

following:  
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Figure 3.2: Delivering a presentation 

 

 

3.5.2 Selection of treatment texts 

 

To proceed with the design of the tasks that were previously mentioned, it was 

necessary to base the training on materials which the target students would have to read 

for their studies, like an article on an academic topic. This could serve the purpose of 

designing realistic practice tasks for the learners when engaged with the Pedagogic Unit. 

Moreover, since one of the purposes of the project was to evaluate conceptual knowledge 

(section 3.2) and this would take place by a pre and a post reading test design (see 3.5.7), 

three different treatment texts were required. Furthermore, the researcher selected three 

key concepts in the field of SLA that would be essential, within the students’ academic 

background due to their studies. The three selected texts (Appendix 1) focused on three 

concepts and were selected from an edited collection of articles on SLA. These included: 

noticing, feedback and motivation. Each article was assigned to three different phases of 

data collection. The article on feedback was selected for the pre-teaching phase, the 

article on the concept of noticing was selected as the main treatment text and then one 
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article on the topic of motivation was selected for the post-teaching phase. The articles 

were selected from the Routledge Handbook of Second Language Acquisition (2012) and 

included the following: “Motivation” by Ema Ushioda and Zoltan Dornyei, “The role of 

feedback” by Shawn Loewen and “Attention and awareness in SLA” by Robinson, P. et 

al.  

In accordance with Meara (2014) and to ensure that all the texts were similar in 

terms of length, complexity and level of difficulty, the Type Token Ratio (TTR) and D 

software were used to calculate the lexical variation of the 3 texts and to ensure they all 

contained an equal variety of active vocabulary. D_Tools is a program that computes a 

statistic reflecting the lexical richness of a text. It is based on work by Malvern and 

Richards, e.g Malvern, Richards, Chipere and Durán (2004). The statistic that the 

program computes is essentially the same statistic that is computed by Malvern and 

Richards' vocd program, but vocd requires that the data are formatted according to the 

conventions used by the CHILDES system (MacWhinney 2000). D_Tools therefore 

makes it possible to work directly with raw text. Malvern and Richards' approach to 

lexical richness is more complex than the simpler methods that have been used to address 

this issue (Meara & Bell, 2001a). They accept that texts of different lengths will produce 

different TTR values, and argue that a text is best described not by a single TTR value, 

but by a set of TTRs, each describing text samples of different sizes.  These values can be 

presented as a curve and this can then be summarised by a single parameter, D. 

The process by which D is computed is complex. According to Meara (2001b: 

58), “D typically varies between 0 and a figure that is around 50 but values of D can go 

higher than this i.e. values which exceed 50 are usually found only with more advanced 

texts”. Low values of D indicate that the source text contains a lot of repetition, and is not 

lexically rich. High values of D indicate that the source text is lexically rich, and tends 
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not to repeat the same words over and over again. This means of analysis has been used 

to evaluate text richness by a number of researchers (Read, 2005; Skoufaki, 2008) and 

was therefore deemed an appropriate way of ensuring the three articles shared textual 

richness but also a good measure for the level of difficulty for the texts. Based on this 

analysis the result was that all three treatment texts had very close textual richness (for 

further details see Appendix 7). 

 

3.5.3 Informing the EAP task design 

 

Certain EAP task models have informed the design of the tasks that were 

employed during the training online. These were in line with the specific initial objectives 

and the information about SCOBAs (see 2.2) which link to what was considered 

necessary for the learners at this academic level to achieve conceptual understanding and 

advanced oral presentation skills. Based on Dunworth’s (2008) study who analysed 360 

different types of EAP tasks to define criteria for selecting EAP tasks, I also followed the 

criteria and chose from the task types that were suggested. To define the criteria for task 

selection, Dunworth’s study took into consideration a number of previous studies into 

university-level tasks, such as those of Bridgeman and Carlson 1983), Hale et al. (1996), 

Horowitz (1986), and Moore and Morton (1999). Reference was also made to taxonomies 

of language proficiency, such as the Common European Framework (Council for Cultural 

Co-operation Education Committee, Modern Languages Division, Strasburg, 2001) and 

the model devised by Bachman (1990), so that the final classification system would be of 

particular use in an EAP context. The six criteria are shown in Figure 3.3: 
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Figure 3.3: Six EAP task criteria 

 

Based on the previous criteria, the researcher examined various EAP tasks and 

focused on classifying them under three general types of tasks which included: 

Predominantly speaking and listening based tasks, Predominantly writing and reading 

based tasks and Practical tasks. Then, from this pool a range of tasks that followed the 

general skills that the designed Pedagogic Unit was to develop (as outlined in section 

3.2), were selected.  A more detailed list which states the aims to be achieved for each 

skill is provided below: 

Figure 3.4: Target reading skills 

 

A detailed list of target speaking skills is presented in Figure 3.5 below: 

Figure 3.5: Target speaking skills 
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Then, the aims that were to be achieved by the Pedagogic Unit were translated 

into objectives and, finally, the tasks to support these objectives were designed. Here is 

how the general aims were interpreted as reading and speaking task aims and Figure 3.2. 

(p.102) shows the identified areas from needs analysis: 

Figure 3.6: Reading and speaking task aims 
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3.5.4 Pedagogic Unit design and theoretical alignment 

The pedagogical unit which will be detailed below was designed based on the 

theoretical framework underpinning this research project (see section 2.2.2.1). The 

present study employed a theoretical approach for the creation of the Pedagogic Unit and 

the training of the students that included principles of STI and more specifically 

Galperin’s spiral model (see 3.3). This is how the spiral model phases translate into the 2 

main phases of the Pedagogic Unit:   

1. Orienting within the Pedagogic Unit; that is, explaining to students the 

importance of distinguishing between academic genres, involving them in the 

process of creating an accessible collection of step-by-step guidelines for 

academic reading comprehension and speaking production to better orient 

themselves. 

2. Main training (i.e. the tasks and the simulated presentation). These phases 

encompassed general problem situation questions for the training, for example, 

how can we best understand academic articles and how should an academic 

presentation be delivered. Moreover, the spiral model inspired the sub-goals for 

the tasks that were explicitly outlined in the previous section but which can be 

classified underneath as the following: 

Figure 3.7: Sub-goals for the tasks 
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3.5.5 Scaffolding model 

 

A number of scaffolding models were reviewed in order to find the most suitable 

ones for this study (see section 2.4.5). According to Whitehouse (2007: 1-2) scaffolding 

the students’ performance through Moodle tasks can be achieved on two levels: the 

“vertical” and the “horizontal” ones. Scaffolding on the vertical level refers to the "total 

project scope" scaffolding –structural information on the whole task, the sequence, 

relevance, timeline – the meta-task. On the other hand, horizontal scaffolding differs to a 

horizontal plane in that it provides blueprints of what to do at each stage in the sequence 

described by the vertical scaffolding (Whitehouse: 2007: 2). As well as considering this 

differentiation, Lin et al.’s (1999) and Fu’s (2009) four suggested kinds of scaffolding in 

e-learning environments were also adopted: reflective social discourse, process prompts, 

process displays and process models. More specifically, the scaffolding techniques and 

associated designs included the following: 

 

Specific scaffolding mechanisms from the list above were used selectively at a 

Pedagogic Unit level, at a teaching unit level or at a task level. For the purposes of the 

Pedagogic Unit and the 3 day training programme design for the main data collection 

stage (see section 3.5.7) scaffolding procedures and tools were designed at two levels, 

according to Whitehouse (2007): 
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(1) At a pedagogic and teaching unit level (macro-level), scaffolding was provided 

by means of a variety of resources: the forum discussion area, the glossary that the 

students were asked to create, and the workshop area that was used for peer-assessment 

of the students’ submitted work. At the teaching unit level, a combination of Lin et al.’s 

(1999) and Fu’s (2009) scaffolding frameworks were implemented: 

 

Table 3.2: Scaffolding at a pedagogic and teaching unit level 

 

  

 

  

 

 

  

 

 

 

(2) At a task level (micro-level), the design for each task included a series of 

scaffolding mechanisms in order to provide graded and contingent assistance (Wood, 

2001: 280) to the participants. There were clear instructions for task completion, there 

were examples of how the task should/could be completed and feedback comments were 

programmed to be provided by Moodle in certain cases right after students completed the 

whole task (i.e. for a quiz where the students had to select the correct answer) or after 

each task stage (i.e. when the students completed a maze task and each question and 

answer would count). Moreover, the tasks (section 3.5.3.) were designed in such a way as 
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to help learners attempt the task 2-3 times until they would answer it appropriately. In 

some cases, scaffolding would be offered by re-directing students at an external link 

where they were able to view an example of a mind – map for instance.  

For a more detailed account of the specific types of scaffolding that supported the 

completion of each task see section 3.5.6, Table 3.3. 

 

3.5.6 Matching the tasks with theory and scaffolding 

 

The purpose of the training was presented to the students as a chance for them to 

create a collection of guidelines for students attempting to read comprehensively an 

academic article and produce a presentation on one of the key concepts outlined in the 

article. By being involved in this activity, the students would be supported throughout the 

training to develop their conceptual understanding of the academic articles they were 

focusing on and to deliver academic oral presentations on these articles. 

The reading articles, which were the basis for the participants to carry out the 

tasks, were provided on Moodle on the book section (Appendix 8) where they were 

uploaded along with other activity related materials and advice on academic reading and 

presentations. To match the Pedagogic Unit with the general scaffolding construct as it 

was outlined  in the previous section, it is worth mentioning that this involved forum 

instructions and forum meetings with the students, diagrams of mind maps and concept 

maps to guide the learners creations, task instructions and external links to examples of 

activities. All these opportunities offered students the chance to orient themselves within 

the Pedagogic Unit but also to be involved at a material level (by producing tasks that 

were uploaded in the forum area) and at a verbal level (by looking at each other’s work to 

give and receive feedback). The following extended chart describes the theoretical 
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principles, task goals and scaffolding that was employed each time at each of the three 

teaching sessions: 
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Table 3.3: The training sessions and tasks along with their aims, theoretical alignment and scaffolding 

Session Skills for training Sub goals Tasks designed to achieve these goals as they appeared on Moodle  Galperian principles upon 

which the tasks were based 

Scaffolding for the particular task 

Session 1:  

Developing 

reading and 

understanding 

skills 

Skills to enhance topic 

and genre knowledge. 
 

-1: identify the structure of 

written texts and academic 

articles 

 

1. Imagine you have to present the structure of an academic article visually. First decide on the 

elements you would need to focus on with your partner and then draw a diagram of the article’s 

structure to be uploaded on the Moodle forum area for peer feedback. 

orientation, verbalisation, 

materialization 

 

peer feedback in the forum area, comments online 

 

Session 1   2. Prediction warm up on Moodle– quick poll with the question being “Why would you read a 

given academic article?” The following bullet points would be the available options (Think about 
your reasons for reading the text:  

 you are interested because it is about your subject, or it is related to your subject  

  you want detailed background information on a topic 

  you want to know what the writer's views are  

  you are going to have a discussion  

  you are going to write an essay on this subject later  

 

orientation, verbalisation help button, peer comments online 

Session 1   3. Text elements and topics: the students take a survey on Moodle with questions and statements to 

be ranked: “On a scale from 1-10 which of these article elements would give you more information 

about the article?” “Which element contributes more in enriching what you already know about the 

article’s topic?” “From the topics provided, can you choose what you think the text is going to be 

about?” 

Orientation feedback from looking at peer answers 

Session 1   4. The structure of your article: Use the pictures provided to indicate the structure of the article and 

match them against the relevant parts of the article abstract that you are given: door, window, 

bridges. 

verbalisation, materialisation comments when doing the task, instructions, 
marking and feedback 

 

Session 1   5. Case study: Imagine you are going to prepare a student about the information they should be 

receiving from this article. Create a short questionnaire with questions that you would expect every 

reader to have before reading this article and to which the student should be able to provide an 

answer for after reading it. Submit to the workshop area. 

verbalisation, materialisation peer feedback, comments on forum 

Session 1   6. Follow a maze activity on Moodle where different words / definitions / terms are presented for 

the students to choose the ones related to the article’s topic, in addition to gapfil exercies, etc. 

While they progress students are not able to go back and they will have to upload this list on the 

forum area for feedback by the teacher. 

verbalisation, mental level instructions, feedback, marking, re try attempts 

Session 2 

Developing the 

reading and 

understanding of 

keywords and 

concepts –  

 

Reading and 

understanding to 

develop 

conceptual and 

critical thinking 

 

 2Identifying the structure of 

written texts, identifying a 

purpose for reading and using 

reading strategies (skimming, 

scanning) to extract relevant 

information for topic and text 

comprehension 

 

1. Reading strategies: Think of the steps one should take in order to create a step by step guide into 

checking predictions about a text. Which parts to be checked, etc. and draw a step by step process 

to be uploaded on the workshop area.  

 materialisation instructions, feedback in the forum area 
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Session 2   2. Checking predictions - Attempt to answer the student questionnaires created above and check if 

the text matches your answer / expectations. 

materialisation, mental level 

 

peer feedback from classmates on forum, teacher 

feedback 

Session 2   3. Write a sentence that explains what the article is about and summarise each paragraph in one 

sentence. Match these to the structure of the article that you have already created, make the 

appropriate changes and upload at the forum for feedback. 

verbalisation, materialisation peer and teacher feedback on forum, instructions 

Session 2   4. General idea  - Write down in 1 or 2 sentences:  

 what you think the main ideas are  

 what your first reaction to the text is. Do you find it interesting, informative, well-

argued, boring, illogical, inaccurate?  

- (main ideas poll) 

- feedback questions or poll about the previous 

orientation, verbalisation view peer results, instructions 

Session 2   5. Multi-task (involving a quiz and a glossary)  

In the student comprehension guide you will need to create a list of all the essential ideas and 

concepts that one needs to be familiar with in order to understand the article. Take the quiz about 

the concepts / terms and definitions, check your score and then enter your list of concepts with 

definitions on the glossary. 

orientation, mental level instructions, feedback, marking 

 

Session 2   6. In a mind map indicate how the main ideas from your article link / include each other and how 

do they finally relate to the main idea of the text. This will serve as a conceptual guide to 

understanding this academic article alongside your previously constructed structure map. To be 

uploaded on the forum. 

verbalisation, materialisation peer and teacher feedback on forum, instructions, 

one to one workshops 

Session 2   7. Identify the function of the sentences in the different article parts (e.g. cohesion)  

Hot potatoes exercise where the students have to find the differences in the purpose of each 

sentence. 

orientation, verbalisation 

 

test feedback, marking 

Session 2  1. keywords and concepts  

Vocabulary 

 

8. Rate the terms – Look at a list of key terms extracted from the article, rate them in terms of 

importance and produce a list with the terms you would focus on if you were to give an oral 

presentation about the article. 

orientation, verbalisation, 

materialization 

peer and teacher feedback on forum 

Session 2   9. With your partner draw a diagram to show how these concepts are interrelated. materialization peer feedback and comments, additional example 

of diagram 

 

Session 2   10. (Quiz) Students provide a description of a variety of key terms from the studied article, search 

them up on the glossary that they have already created and consider which ones they would focus 

on and why (if they were to talk about the article) 

verbalisation, practice (within 

MAC’s modeling stages) 

comments, feedback, marking 
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Session 3 Reading and 

understanding to 

develop conceptual 

and critical thinking 

 

Skills to enhance critical 

knowledge: 

 

a. Identifying level of 

Formality 

1. Formality: Distinguish between a formal or informal text? 

-a lesson activity where students have to choose between examples showing formality and then 

come up with a definition of the term to be added in the glossary and a list of characteristics of the 
term ranked. 

2. Activity: 

(task) These four texts differ in formality. One of the reasons for this difference is the different 
audiences they are targeting. 

Read the texts below carefully and then rank them from most formal (1), to most informal (4). 

When you have finished ranking the texts, submit your answers. 

materialization, verbalisation teacher and student feedback on forum, example to 
guide the students 

 

Session 3  b. Identifying the 

author's purpose and 

tone: 

3. Identify the author's purpose and tone:  

-Hotpotato multiple choice task (the author’s intention is to..) 

3 selected sentences from the article’s Future directions section 

Orientation feedback on tasks, example, instructions 

Session 3 Preparing 

presentation notes - 

Note – taking 

 

c. Summary practice 4. Summary practice - Hands on activity: 

If one asked you to produce a summary and bullet points with key points of the article which steps 

would you follow? Create a step process for each case and upload on workshop for feedback. 

verbalisation, materialization example, instructions, forum 

Session 3   5. Presentation content outline - Present a summary model for the student guide 

-Which of the previous elements would you focus on for a presentation? Make a list of points and 

keywords that you feel should definitely be mentioned, show schematically in which order and 

justify. 

materialization example, feedback from students and teacher, 

instruction, forum 

 

Session 3   6. Preparation for the presentation:  

Locate the article sections and highlighted terms and summarize the key content from each section 

in 3-5 lines. 

materialization forum area, instructions, link to another site 
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3.5.7 The teaching cycle: description and overview of data 

collection procedures 

 

The purpose of this section is to present an overview of the project within which 

the teaching cycle stands which is of crucial importance in order to understand the 

instruction process. The general structure of the model for course learning design was the 

following: 

Table 3.4: Model of course learning design 

 

 

 

 

 

 

 

 

 

The Pedagogic Unit – Scaffolding Advanced Academic Skills (SAAS) was 

organised into 3 teaching units on Moodle (Table 3.5). The first teaching session was an 

introduction to the topic, the treatment text and understanding the main ideas. The second 

session was a hands on practice where the students experimented with identifying specific 

text details, concepts and with peer - evaluating work online. In the final session the 

students were trained on summarising text parts, reducing content for presentations, note-

taking and creating a presentation structure. The students worked on an academic article 

on the notion of noticing during the 3 day training and they went through a series of tasks 
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whose design and objectives will be analysed later. Their activities were recorded by 

digital recorders and by using screen – capture software. The Pedagogic Unit on Moodle 

also contained feedback questionnaires for each session. At the end of the session the 

students were asked to submit their presentation of the academic article online and deliver 

it orally. 

Apart from the Moodle Pedagogic Unit whose content was taught within 3 days, 

in 2 hour sessions there was a pre- and a post-treatment session meeting with the 

participants of the study. At the pre-treatment stage the participants were asked to reflect 

on their academic article reading strategies by answering some guiding questions 

(Appendix 9) and were recorded when talking about them for an average of 10 minutes 

by relying on an article in front of them (that intended to motivate the students’ 

introspection) (Cohen, 1987). Then, all the participants were asked to read an academic 

article on the topic of giving feedback in SLA and to create a mind-map with the main 

article ideas that would help them deliver a recorded 10 minute oral presentation in front 

of the researcher. The pre-treatment (1
st
 session) acted as a ‘baseline’ for measuring 

progress as a result of the pedagogical treatment. Finally, after the 3 day training (see 

details below) the students were invited to attend a post-session with exactly the same 

format of the pre-treatment phase for a third reading article. The post (3
rd

 session) was 

used as a measure to compare against the ‘baseline’. The learners were also interviewed 

in order to gather their views on the whole experience. 
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Table 3.5: Overview of the pre and post-treatment sessions and the main teaching cycle 

 

 

The whole structure of the data collection phase resembles the 3 levels of action 

that were outlined by Galperin at a macro-level: the pre-session enabled the students to 

work at the material level and familiarize themselves with the use of concept maps, the 3 

day training offered participants the opportunity to verbalise the acquired concepts and 

internalise knowledge. The result of this was to enable participants to act at a mental level 

during the post-session and successfully deliver a well-structured and organized 

presentation. Additionally though, at a micro-level, the 3 levels of action took place 

during each of the pre-, while and post- sessions. During the pre- and post-session the 
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students went through the 3 levels of action: the material level when creating a concept 

map, the verbal level when introspecting and the mental one when delivering a 

presentation.  

 

3.6 Data collection instruments and procedures 

 

For the purposes of the study an ethics approval application was approved by the 

Faculty before data collection. The students’ permission to participate in the study was 

requested and information about the project requirements was also offered (Appendix 5 

and 3.4). In addition, to protect the students’ identity the data were anonymised (3.9.1.1). 

The data collection during the training cycle took place at three different stages: 

the pre-treatment session, the main 3 day teaching cycle and the post-treatment session 

(see previous section). The students were audio recorded during the pre- and post-

interviews and they also had to complete a task and deliver a presentation. During the 

teaching cycle the students were audio and video recorded, their online activities were 

captured by using screen capture software and the materials that they created on Moodle 

and their online tasks and questionnaire answers were also considered for analysis. A 

more detailed analysis of the tools used during each phase, the rationale behind them, and 

the data collection procedure will be detailed in the following sections (3.6.1). 

 

3.6.1 Data collection instruments 

 

The following table presents an overview of the various study phases and the 

different tools that were employed in order to collect data.  



119 

 

 

 

Table 3.6: Overview of study phases and data collection tools 

Session Article Tools for data gathering Mode 

Session 1: 

Pre-treatment 

‘Feedback’ 

article 

Retrospective think aloud task Audio recording 

  Concept maps Written 

  Oral presentation Audio recording 

+ written 

evaluation 

Session 2: 

Treatment 

(3 days, 3 

sessions, 2h 

per session) 

‘Noticing’ Article Moodle features: forum, glossary Screen captures 

and audio 

recordings 

  Individual task scores and answers Screen captures 

and audio 

recordings 

  Online General Feedback 

questionnaires after the end of each 

session 

Screen captures 

  Oral presentations Screen captures 

and audio 

recordings 

Session 3: 

Post-

treatment 

‘Motivation’ 

article 

Retrospective think aloud task Audio 

Recording 

  Concept maps Written 

  Oral presentation Audio recording 

+ written 

evaluation 

  Semi structured-interviews Audio-

Recording 

  EAP and generic task questionnaire Written 

  Scaffolding questionnaire Written 

 

These tools were selected for a variety of purposes and they each contributed a 

different perspective on the data and the factors that were researched to address the 

research questions. 

 

3.6.1.1 Rationale for the use of retrospective think aloud tasks and verbal 

protocols 

 

Think aloud protocols are obtained by having participants report verbally their 

thoughts while performing a task: therefore, they are expected to reflect mental behaviour 
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as in introspection (Cohen, 1987). Think aloud protocols have their potential strengths 

and weaknesses. Olson, Duffy, and Mack (1984: 256 ctd. in Katalin 2002) regard ‘think-

out-aloud’ as a tool for collecting “systematic observation about the thinking that occurs 

during reading” about the otherwise unseen, unobservable processes, such as inferencing 

or the use of prior knowledge. This is the closest way to get to the cognitive processes of 

learners. Nevertheless, only the conscious processes are available for verbalisation and 

the rest of the unconscious thoughts might remain hidden. Moreover, the “respondents 

may differ with respect to their verbal skills” (Cohen and Scott, 1996: 97). Some might 

be more competent than others at contributing the appropriate amount of data at the 

appropriate level of explicitness.  

Think aloud protocols require careful setting up and preparation on the part of the 

researcher. Katalin (2002) emphasizes that the purpose of the research should be in 

harmony with what can be retrieved with the think aloud protocol. Moreover, the 

instructions that will be given to the participants should be neatly worded and focused to 

the research aims. The selection and training of participants for the study purposes should 

also be carefully considered by the researcher. Rankin (1988: 127 as ctd. in Katalin 2002) 

states that participants should, first of all, familiarise themselves with the purpose of the 

study and they should be shown what they are expected to do. Another issue is the 

language of verbalisation. During the preparation stage the researcher should decide what 

language the participants will use when doing the think aloud. Katalin (2002) cites an 

argument raised by Rankin (1988: 122-123) that “Requiring the subjects to switch back 

and forth between languages while reading and verbalising would seem to encourage 

translation...”. On the other hand, if participants are asked to use the target language 

while performing the task, the participants might worry more about speaking and 

concentrate less on the task itself. Furthermore, their target language oral production 
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skills might be limited too. To avoid these complications, Katalin (2002) suggests that 

“subjects should be instructed to verbalise in their mother tongue”. Another alternative is 

to “let the participants decide which language they would feel comfortable with when 

doing verbalisation” (Katalin, 2002: 4).  

Regarding this specific study, to strengthen the procedures, the participants were 

asked to verbalise after taking some time to think about the process they follow when 

they read an academic article, what some of their difficulties are and they were also given 

the option to have a look at an academic article (not the one they were going to verbalise 

on) before they verbalised and performed the actual task (retrospective report) (Appendix 

9).  

 

3.6.1.2 Rationale for the use of concept maps 

 

Concept mapping is one broad family of graphic organising tools, that includes 

mind mapping (Buzan and Buzan 2000) and spider diagramming (Trowbridge and 

Wandersee 1998). Yet Novak’s method (Novak, 1998) has some very specific rules that 

set it apart from other techniques. These are a consequence of the careful definition of 

learning as change, and facilitate the use of the method for the measurement of learning 

quality. Novak’s use of concept maps is grounded in one of the most widely used general 

models of adult learning: Kolb’s learning cycle (Kolb and Fry 1975). Kolb and Fry 

(1975) describe learning as a cycle. First, the person has an experience, then, they observe 

and reflect upon it. This is done in order to form new ways of thinking about the subject, 

so that finally what has been newly understood can be tested before the phases of the 

cycle are repeated. Although Kolb’s learning cycle has its origins in the literature of 

continuing education, it can contribute to an understanding of learning at an academic and 
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conceptual level. This is because it takes ‘experience’ as the starting point for learning, 

and suggests that learning occurs by similar and sequential processes. Thus, individuals 

must experience, reflect, theorise and test new knowledge in order to learn. Kolb and Fry 

(1975) suggest that this is true of learners in all situations, including the classroom 

experience of formal teaching. Jarvis (2006) has extended Kolb’s approach by arguing 

that learning experiences enable the learner to change and learn from them and the 

absence of change could indicate non-learning. H also mentions that leaners tend to 

employ strategies that could affect the quality of their learning. 

Novak has developed an empirical framework for assessing the quality of any 

change that may have occurred. He describes learning as change and more specifically as 

a cognitive change within a single continuum that extends between rote and meaningful 

learning. He defines meaningful learning in the following ways:  

 

(1) Relevant prior knowledge. The learner must know some information that relates to the 

new information to be learned in some nontrivial way. 

(2) Meaningful material. The knowledge to be learned must be relevant to other 

knowledge and must contain significant concepts and propositions 

(3) The learner must choose to learn meaningfully. The learner must consciously and 

deliberately choose to relate new knowledge to knowledge the learner already knows in 

some nontrivial way (Novak, 1998: 19). 

 

Therefore, a concept map uses the basic linguistics elements. Concept maps 

consist of concept labels that identify specific ideas (concepts) and the links between 

them, which explain how concepts are related to form meaning. A pair of concepts and 

their link create a single proposition, and a concept map is made from any number of 
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propositions to give a personal definition of any particular idea or phenomenon (Novak, 

1998). Each proposition is a statement of understanding and the validity of each assertion 

is open to criticism. Thus, the method is much more stringent than mind mapping, for 

example, and actively differentiates between knowledge (of appropriate concept labels) 

and understanding (that is the product of concept linkage). For the present study, concept 

maps were selected as there are specific frameworks that were developed (i.e. Novak, et 

al.) and can be used to capture learning change unlike mind maps.  

Analysis of large numbers of maps can be time consuming (although quicker than 

the analysis of, say, individual interview transcripts), but Kinchin, Hay, and Adams 

(2000: 300) show that “a considerable amount of information can be gleaned very quickly 

indeed using structure alone as an indicator of prior knowledge”. More stringent methods 

of analysis are described by Hay (2007) and Hay, Wells, and Kinchin (2008), and can be 

combined with a simple sampling strategy. Most importantly, concept mapping can be 

used to make abstract knowledge and understanding visible. 

For the present study, the use of concept maps as data collection tools was very 

closely aligned with socio-cultural theory and concept creation and is a powerful way of 

capturing conceptual development by involving participants at performing actions at the 

material level. Then, the use of the concept maps during the pre and post sessions as the 

basis for delivering an oral presentation on an academic topic can enable the participants 

to verbalise concepts and perform at a mental level. The task instructions that were given 

to the students for concept map creation are in Appendix 10 and examples of concept 

maps can be found in Appendix 11. Most importantly though, concept maps can offer an 

insight into the establishment of “valid” or “non valid” links that reflect the students’ 

higher mental functions such as planning, organising and classifying key concepts. The 

concept maps therefore function as tangible evidence of the learners’ progress from lower 
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to higher levels of conceptual development when comparing their pre and post-treatment 

concept maps.  

 

3.6.1.3 Rationale for the use of oral presentations 

In section 3.5.3. the main academic speaking skills that the participants received 

training for and the relevant task aims were outlined as follows: 

 

Figure 3.8: Main academic speaking skills 

 

The development of these speaking skills can contribute to the creation of 

effective presentations, which ultimately, is considered to reflect good understanding at a 

conceptual level. In this way, the link between the exploration of the academic reading 

texts and the presentations is clearer. Moreover, producing a good presentation 

demonstrates deep/conceptual understanding which in Galperian terms is translated as 

‘acting at a mental level’. The students, having acted at material and verbal levels, should 

be in a position to deliver a strong(er) presentation hence demonstrating development 

promoted by the previous training stages. More specifically, the previously mentioned 

speaking skills are translated into the following more specific ones: 

Figure 3.9: Preparing presentation notes 
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In order to ensure that the students would be in a position to employ all the 

relevant taught information it was important to require the production and evaluation of 

relevant and academic oral output by means of audio-recording mini-oral presentations 

that would reflect the students’ comprehension of the academic articles they were 

required to read. The delivery of an oral presentation also provided additional information 

about the students’ conceptual ability by constituting a means of verbalising key ideas 

and concepts. This also constituted an exercise of demonstrating use of higher mental 

functions such as summarizing and critically synthesizing content to create a presentation.  

 

3.6.1.4 Rationale for the use of audio and video screen captures of online 

activity 

 

Though screen capture technology has been applied in only limited ways to 

research strategies (Smith, 2008), researchers are now trying to explore its potential in 

assessing language learning. Screen capture “programs can be used to collect information 

either with or without the learner’s awareness” (Cohen and Scott, 1996: 103). Such 

tracking might be used to identify the language learning strategies and online behavior 

associated with the use of resource functions such as a dictionary, a thesaurus, tutorials on 

how to complete given language tasks, etc., the sequence of processing of elements in 

reading text for comprehension, and the speed in reading and writing tasks. Cohen and 

Scott (1996) assert that there might be some problems with the results of other assessment 

methods such as interviews, diaries, etc. for various reasons. However, by recording a 

learner’s use of a resource function, the computer eliminates the problem of distortion 

because of human inaccuracy or unawareness. The screen captures have certain 

disadvantages as well. A major limitation of the method pointed out by Cohen and Scott 
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(1996) is its inability to describe language learning use strategies or use strategies which 

do not result in the use of a resource function on the computer. For instance, if a learner 

uses inferencing to understand the meaning of a word, the computer would not be able to 

report this. Another limitation is that the use of screen captures may not be practical since 

some participants may press wrong links when performing online tasks that could 

interrupt the recording of their actions. 

In the present study, the screen-captures of the students’ online activity on 

Moodle were an essential data collection tool that allowed the researcher to examine the 

learners’ actions unobtrusively. The learners’ recorded reactions revealed information 

about their preferences, their personal manners of performing or understanding task 

instructions and the process of thinking while performing the tasks which revealed 

information about conceptual thinking. Moreover, screen-captures offered an insight into 

the effectiveness of the scaffolding features of the tasks and the students’ response to 

them. 

 

3.6.1.5 Rationale for the use of Moodle and online tasks 

 

Moodle (see 2.4) has good potential for facilitating scaffolding mechanisms and 

supporting regulation at object and even self-regulation levels. It has a particular focus on 

the learning that can occur while learners are actively involved with the process of 

constructing artefacts for use by others (“Background”, 2012). With this view in mind, 

Moodle aims to offer students control (regulation) of shared content in many of its core 

activities, to construct and co-construct learning artefacts, and contribute towards the 

provision of learning experiences in the online sphere.  
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It warrants strong mention that the drive for adopting Moodle as the institutional 

LMS was pedagogical because “the eLearning Strategy was predicated on the need for 

pedagogic change and for teachers to reflect on their own teacher identity, views of 

knowledge, and the place technology has to play in facilitating these beliefs” (Keesing 

Styles & Ayres 2011: 50). According to Siemens (2006: 3), “A clear definition of 

learning vision and desired future states, created through input from stakeholders 

(administrators, faculty, students, and information services) should provide the 

foundation for decision making, and the boundaries of platform selection”. The 

foundations of Moodle complement the transformative practices proposed in the e-

learning Pedagogic Unit. Moreover, the use of an LMS provides structure and a safe 

starting point for embarking on an e-learning journey. It was also an environment that the 

students were already familiar with because Moodle was the platform used for uploading 

and accessing academic materials for other courses. Additionally, the structure and design 

features of Moodle offered the opportunity to experiment with the creation of a variety of 

tasks to achieve the academic aims that were outlined earlier and also to incorporate a 

variety of scaffolding features that were supported by the system. Furthermore, Moodle 

also offered assessment options (i.e. tests, quizzes, peer-assessment options, etc.) that 

could assist with evaluating the progress of the participants. For the purposes of this 

training unit, a total of 22 tasks were offered to students: six during Session 1, ten during 

Session 2 and six during Session 3. A specific and detailed description of the online tasks 

that were offered during each session of the training has already been provided in section 

3.5.6, Table 3.3. 
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3.6.1.6 Rationale for the use of questionnaires 

 

Making use of questionnaires in a research study is one of the most commonly 

used techniques to collect data since they “can be objectively scored and analysed” 

(Oxford, 1990: 199). Similar to interviews, they vary from more structured, in which the 

items can range from “yes or no” answers or indications of frequency, to less structured 

questions asking respondents to depict or explain the language learning strategy in a 

detailed way. The data obtained from highly structured questionnaires are uniformly 

organised because of the standardized categories provided for all respondents and they 

lend themselves to statistical analysis (Cohen and Scott, 1996). Oxford (1990), also 

asserts that the more structured questionnaires “might miss the richness and spontaneity 

of less structured formats” (199). Figure 3.10, provides an example of an item in one of 

the online questionnaires used in this study which was the following: 

 

Figure 3.10: Sample item from the online questionnaire (Session 1) 
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In general, the present study used three types of questionnaires which included, 

online feedback questionnaires on Moodle (Appendix 12), a questionnaire to gather 

information about the tasks and their EAP content (Appendix 13) and a final 

questionnaire about the scaffolding features of the online training unit (Appendix 14). 

Each of the three questionnaires is described below. 

 

3.6.1.6.1 Online feedback questionnaires 

 

In the present study, a series of three online questionnaires (see details above) 

were used as a means of collecting the students’ feedback on the various elements of the 

teaching unit and each questionnaire was offered at the end of each training session. The 

questionnaires were administered online since Moodle was used as the platform of 

delivery and the questionnaires were also tools supported by the platform. The data 

collected via this type of instrument were analysed to answer the research questions about 

the effectiveness of online scaffolding and in order to collect the students’ views about 

the teaching unit, the platform, their performance and the tasks in general (RQs 3/4). The 

questionnaires consisted of five items in total from which three questions were open 

ended and two required students to rate the content of the units and the time that was 

allocated for their completion. The open ended items invited the students to comment on 

the tasks, provide suggestions and reflect on whether the session enabled them to improve 

their reading / speaking skills. An overview of the online Moodle questionnaires is 

provided in Appendix 12. 
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3.6.1.6.2 Task questionnaire 

 

The task questionnaire (Appendix 13) was administered to collect data about the 

online training tasks and how supportive the students found them in terms of enabling 

them to develop their conceptual understanding (RQ3). It also served the purpose of 

evaluating the affordances of Moodle to offer a course with a focus on EAP instruction 

and whether the EAP content of the designed online Pedagogic Unit was appropriate. The 

views of the students were collected by employing a written survey questionnaire with 

questions adjusted from Leo Yu (2002) and Hirschel (2012). To objectively evaluate the 

unit content, the evaluation criteria included in the questionnaire were mostly adapted 

from the following four CALL evaluation guidelines with some modifications to suit the 

unique nature of the Pedagogic Unit: (a) CALL Software Evaluation Questionnaire by 

Peterson (1999), (b) Software Evaluation Guide by Barlow et. al, (c) Hubbard's 

Methodological Framework for CALL Courseware Development (1992) and (d) English 

3 Courseware Evaluation – Fall 1996 by Towndrow (1996). There were statements and 

participants were asked to choose one of the following options: Strongly Agree, Agree, 

Disagree and Strongly Disagree for each statement.  

Furthermore, they could note their comments on the lines provided when 

necessary. The first part of the questionnaire included overall questions whereas the 

second part included questions about specific tasks during the training. The questionnaire 

consisted of four sections. The first one included ten generic statements about the tasks, 

the instructions and the online materials that the students should strongly agree, agree, 

disagree or strongly disagree with. The other three parts matched the three training 

sessions and the students had to rate six statements about the tasks that were offered in 

training Session 1, ten statements about the tasks of Session 2 and six statements about 
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the tasks of Session 3. The rating was exactly the same as the first part of the 

questionnaire and the statements of Part 2, 3 and 4 of the questionnaire were formulated 

according to the objectives of each task (Section 3.5.6, Table 3.3). This instrument was 

implemented during the post-treatment session and after the students had already 

participated in the semi-structured interviews (see 3.5.7, Table 3.5). 

 

3.6.1.6.3 Scaffolding questionnaire 

 

The purpose of this questionnaire (Appendix 14) was to gather information about 

the students’ opinions regarding the eight different scaffolding features that were 

employed during the training and see if the features contributed to the students’ 

understanding and completion of the tasks. The questionnaire consisted of eight 

statements about the features that scaffolded the students’ learning process during the 

training. The statements of the questionnaire were revised following a similar sample that 

was administered by Fu (2009) (Appendix 15). The students were asked to evaluate the 

helpfulness of the scaffolding features by rating the statements. Their ratings were within 

the range of 0 (not at all helpful) to 4 (very helpful). A five point Likert scale was 

selected to avoid neutral responses and receive positive or negative opinions about the 

features. The questionnaire was followed by a general statement to be rated which was 

the following: “During the course, being able to perform the tasks with scaffolded 

assistance helped me learn the covered content”. The students’ responses could vary 

between strongly disagree, disagree, no opinion, agree, strongly agree. 
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3.6.1.7 Rationale for the use of semi structured interviews 

 

Interviews provided an additional way of collecting data regarding the 

participants’ views towards the pedagogical unit, the online environment, the tasks and 

the scaffolding mechanisms. Interviews range from unstructured to structured types. 

Since there is no particular questioning technique in unstructured interviews the data 

obtained from such an interview is difficult to interpret and categorise. Whereas the data 

gathered from a semi-structured interview are “uniformly organised for all respondents 

and provide relative freedom to the interviewees to express their own views” (Cohen and 

Scott, 1996). The guiding questions used in this study can be found in Appendix 16 and 

they were designed to collect data about the students’ views on the Pedagogic Unit, the 

platform, the tasks, the scaffolding that was provided and the overall EAP training.  

Regarding the EAP content of the Moodle Pedagogic Unit, the related questions 

guiding the interview about the tasks were the following:  

 

Figure 3.11: EAP content related interview questions 

 

An open-ended interview format was specifically chosen to receive a more robust 

picture of participant attitudes and to allow for the emergence of unpredicted responses 

(Dörnyei, 2007). With the interview, the researcher has investigated the participants’ 

perceptions about the CALL activities and their potential for scaffolding, academic 

reading and speaking training and supporting conceptual development.  
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Regarding program evaluation, the systems model was employed to formulate 

interview questions (Rossi, Freeman & Lipsey, 1999). Moore and Kearsley (1996: 5) 

suggested that a systems approach is very helpful to understand online education and that 

‘‘the systems model provides a tool that not only helps us recognize many of the issues 

that separate online education from conventional education, but also helps us distinguish 

good online education from bad”. The present study has specifically focused on the 

process and output evaluation interview questions as these would be the questions that the 

students could answer from their perspective and experience.  

The process evaluation interview questions included the following: to what degree 

were students satisfied with the program? Did they think the program was equally 

effective for all participants? Why or why not? Did they think there were characteristics 

that distinguished satisfied and dissatisfied students? What program components or 

activities appear to better support their development at a conceptual level? The output 

evaluation interview questions included the following: did the students feel the program 

and course objectives were achieved? What program and course design components 

appeared to contribute the most and least to the attainment of these objectives? Did the 

students feel that they gained the desired knowledge and skills? In general, the question 

extracted both information about the affordances of Moodle as a platform but also the 

students’ opinions (RQ2/3). 

Moreover, the interview questions offered learners the opportunity to reflect on 

their own progress and to report any problems or advice that could improve the teaching 

unit.  
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3.7 Data collection procedures 

 

The following three sections aim at providing a detailed account of the procedures 

that were followed for data collection during the pre, post and main treatment sessions. 

The data collected during the pre and post-treatment sessions served as a means of 

comparing student performance before and after the main treatment to observe any 

changes or improvement in conceptual development. 

 

3.7.1 Pre-treatment session 

 

The aim of the pre-sessions was at first to record the students’ way of approaching 

academic articles by asking them to complete an introspective task (Appendix 9). The 

students were invited to meet individually with the researcher, they were given the task 

and they had a few minutes to think about it, make notes on a piece of paper and prepare 

by consulting an example article that was brought for the interview by the researcher. 

Once ready, the students were informed of the time they had at their disposal to reply (10 

minutes max) and they were recorded while speaking. The researcher used the Audacity 

audio recording software (by BETA) and provided a notebook and a microphone in the 

interview room. After this stage, all the participants were invited to the classroom for the 

second part of the task. They were asked to read an academic article about feedback 

(Appendix 1) and then to create a concept map that they would use in order to present the 

article in front of their peers for 10 minutes max. The students were given the task 

instructions, a piece of paper for notes and copies of the pre-test article. They were given 

one hour for reading the article, taking notes and creating a concept map and then 20 

minutes for rehearsing their presentation. Before creating their concept maps, the 



135 

 

 

 

researcher showed concept map examples to the students and discussed their use to 

provide models. Then, one by one the students were invited to deliver their presentation 

in front of the other students and their speech was recorded.  

 

3.7.2 The teaching – treatment cycle 

 

The duration of the teaching cycle was 3 days over a period of 2 weeks. Each 

session lasted for 2 hours (see 3.5.7) and was offered in a computer lab with projector 

facilities for all students while they worked on an individual basis. All the sessions and all 

computer-based activity was recorded by using freeze screen-capture software and digital 

audio recorders. 

The first session focused on introducing the students to the second article (i.e., 

treatment article) that they would work on (the first one being the article of the pre-

treatment session), the Moodle unit and the scaffolding features at a pedagogic and 

teaching unit level (macro-level) and at a task level (micro-level). The participants logged 

into their Moodle courses and worked individually in front on their computers. The 

instructor gradually revealed the exercises for the students to complete in order to 

scaffold the submission of tasks and answers. The same process and teaching approach 

was followed in the following 2 sessions that focused on helping the participants to think 

critically, i.e., work on conceptual development (session 2) through completing a series of 

online tasks and on preparing and delivering a presentation on the second, treatment 

article (session 3). At the end of each training session the students were invited to 

complete an online feedback questionnaire (section 3.6.1.6.1 a) which appeared on the 

course as a final task to do. Therefore, the students completed three online feedback 

questionnaires in total.  
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The researcher’s role was to facilitate the process and guide the students through the 

various tasks rather than to “teach” the actual module, which was all contained within 

Moodle. After the third session the students submitted their PowerPoint presentations 

online in the Workshop area and delivered them orally in front of the class. The time 

given for the presentations was 10 minutes maximum with 20 minutes rehearsal time. 

 

3.7.3 Post- treatment session 

 

The post treatment session followed the exact same structure as the pre-session. The 

only difference was that for the second part of the task, after the retrospection think aloud 

task, the students were asked to work on a third academic article whose topic was 

motivation (Appendix 1) to create a concept map and deliver a presentation.  

Moreover, the students were interviewed (Appendix 16) to collect their views 

regarding their participation in the training and all the phases of the project. The 

interview was recorded in a similar way as the pre-treatment session. The duration of the 

interview was twenty minutes, the students were interviewed individually and were able 

to access the online training course to discuss specific aspects of it. 

Finally, each student received two paper format questionnaires to complete (about 

the tasks and about the units’ scaffolding features) after their individual interview 

(3.6.1.6)). The first questionnaire was the one for task one (Appendix 13) and the time 

allocated for this was 10 minutes. The second questionnaire was about Scaffolding 

(Appendix 14) and the time allowed for this was 10 minutes. The students completed the 

questionnaires in the same place where all the other phases of the post-treatment session 

took place (a university classroom). 
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3.8 Pilot study 

 

In order to ensure that the research design, data gathering, procedures and the 

treatment materials were sound (see Cohen, Manion, and Morrison, 2007: 341) a pilot 

study was conducted. The participants for the pilot were volunteers who agreed to 

participate when invited, and were two PhD students and one MA student in Linguistics. 

All of the participants were studying towards their degrees and their origin and age 

varied: 1 Greek female 3
rd

 year PhD student (aged 35), 1 male 1
st
 year PhD student from 

Jordan (aged 24) and 1 Dutch male MA student (aged 20). Their familiarity with CEL 

ranged from none to some familiarity but they were all computer literate, familiar with 

Moodle, and academic article reading. The participants’ interests differed in terms of their 

studies since they specialised in different areas of Linguistics such as SLA, Bilingual 

development and evaluation of course materials.  

Besides the PhD students’ opinions on delivering teaching via online virtual 

environments and their insights from their personal academic research and study, their 

perspectives as students were also indispensable for this study. Their views were valuable 

as data to make a more comprehensive analysis of the teaching techniques and the 

effectiveness of the designed Pedagogic Unit.  The pilot participants were selected 

according to the same criteria for selecting the participants of the main study (see 3.4).  

The pilot study was conducted by the researcher who acted as both the researcher 

and as teacher/facilitator of the course. Although the number of participants in the pilot 

study was small, the underlying information provided by pilot data was sufficient to 

inform the revision of tools and procedures for the main study.  
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3.8.1 Changes for the main study 

 

Based on the implementation and results from the pilot study, a number of issues 

were considered when preparing for the main study. For example, the students mentioned 

that they found the pre- and post-test activities very demanding and time consuming 

mainly because they had to read and create a concept map within a classroom 

environment while they felt that it would have been better if they could have read it at 

home. During the main teaching cycle they felt that some of the activities were not 

necessary as they already knew how to perform a number of things (i.e. identify the tone 

of the author). Therefore, some of these tasks were subsequently kept on hidden mode 

and only introduced as part of the scaffolding techniques, e.g., on demand. Additionally, 

during the pilot, the screen-capture program that was chosen was not the appropriate one 

as it could not record 2h sessions.  

Therefore, a new piece of software was chosen and installed on the main study 

computers. Another omission was that the researcher did not collect biographical details 

about the participants and because of this reason a new brief questionnaire was 

introduced during the pre-tests that collected information about their origin, level of 

studies and areas of interest as well as about their reasons for taking part in the project. 

 

3.9 Data analysis procedures 

 

The following two sections focus on describing the data preparation and 

procedures for analysis. 
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3.9.1 Data preparation for analysis 

 

This section outlines how the data from the various instruments were managed 

and prepared for analysis as well as the data analysis procedures themselves. 

 

3.9.1.1 Oral data 

 

The recorded data from the pre and post think aloud tasks were exported from the 

audio-recorders and analysed by using an audio software (Audacity by BETA) which 

facilitated the creation and editing of the individual students’ audio files (13 files for each 

two-hour session, i.e., 26 hours of data in total per day). The audio data were then 

transcribed in full to produce protocols for analysis and numbers instead of names were 

allocated to each student to ensure anonymity. The same applied for the individual pre 

and post oral presentations of the students (26 presentations in total; approx. 260 mins). 

For the thirteen semi-structured interviews each student’s audio file was also exported on 

Audacity software and then the data were transcribed to produce protocols. Transcription 

conventions were based on Ohta (2001) (Appendix 17). 

 

3.9.1.2 Data from the concept maps 

 

Once the concept maps of the students were collected (hard copies), electronic 

scanned copies of each student’s work were created. Then, any student work that could 

not be classified as a concept map was excluded based on the criteria outlined in 

Appendix 18. Then, the next step was for the researcher to apply the numerical and 
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qualitative scoring schemes to classify the maps into levels of conceptual understanding 

as detailed in section 3.9.2.1 (p. 144) and 3.9.2.2.1 (p. 172) below. 

 

3.9.1.3 Data from the video screen captures 

 

The data from the video screen captures was collected by using Freeze screen-

capture software which created video files of an approximate duration of two hours each. 

As there were three computer training sessions and each student was working on his/her 

own computer, thirteen screen-capture videos were created at the end of each session 

resulting in a total of 39 videos (78 hrs). Every video was saved on a folder under each 

student’s assigned number, the videos being clearly marked for each session. 

During the students’ online work their oral comments were also recorded (apart 

from the screen-captured activity) by using audio-recorders as the current Freez software 

version did not enable audio recording. The audio files (39 in total) were initially 

exported onto video folders but to bring the audio and video together NVivo software was 

used. Both the audio and video files were imported onto NVivo and each video was 

matched to the relevant audio file. Then, right next to each video, the software provided 

an area for transcription of the auditory part and this is where the transcription took place. 

This also allowed for correctly matching the audio to the relevant visual input so that 

coding could take place at the next stage. Given the duration of each student’s video, their 

online action was analysed by deciding that the unit of analysis would be considered the 

moment that each student started working on a task till the moment they completed the 

requirements of each task. Therefore, every video of the three sessions was divided into 

smaller parts equal to the number of tasks that the students had to perform for each 

session 
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The most important part of the screen-capture analysis relies on the transcription 

phase. The idea is to aggregate very elementary action into more significant events, more 

suited for the intended level of analysis. 

The screen capture allows detecting all visible changes appearing on the screen, whether 

they are produced by the user using the keyboard or the mouse, or by the computer 

application or the operating system as a response to an action. To demonstrate how the 

unit of analysis was decided, the particular case of the transcription of interaction 

occurring during a multiple choice task (Task 3, Day 1) will be discussed with the whole 

set of visible events. 

An excerpt of such a transcription is given in Table 3.7. First, all student actions 

were reported in detail, except for some of them that were combined into one. For 

instance, “click on A7” followed by “track to V7” was combined into “select range 

A7:V7”. The feedback given by the spreadsheet software was also recorded with the 

action. For each action or event, a comment giving additional details or suggesting an 

interpretation was often added. If no action occurred during a significant period of time, 

(10 seconds for instance), this “event” was also recorded in the transcription. Then, if a 

sequence of actions seemed to be performed to reach a particular sub-goal, the sequence 

was aggregated into one step. The duration of the step was calculated from the start time 

of the first action of each step. The number of detailed actions could vary from 5 to 30 for 

transcribing one task, depending on the complexity of the task and the activity of the 

student. 
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Table 3.7: Indicative unit of analysis during Day 1 – Task 3 

 

 

 

 

 

 

 

 

 

Overall, three main characteristics oriented the transcription process. Examples 

are taken from task 3 (see Table 3.7). 

 

Time 

Using the start time of actions, it is possible to calculate the time spent on every 

task, the duration of every step and also of inactive periods, and observe possible 

increases or decreases in the rate of actions during the whole test. For instance, student P8 

has spent 7’ on task 3. 

 

Sequence of performed tasks 

 

The sequence of tasks which are successively studied can show navigation 

between tasks with forward or backward moves. For instance, student P8 left task 3 after 

several attempts lasting 3’ 21”, solved task 7 in 1’07” then returned to task 3 for 3’46”. 
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Unsuccessful attempts 

 

All unsuccessful attempts that leave no traces in the files can be observed. For 

instance, when working on task 3, student P8 first made a wrong choice and then tried to 

fix it, and finally consulted the feedback that was shown to make the necessary changes. 

User preferences in using software interface features can also be easily observed. For 

instance, student P8 in task 3 preferred to make use of the feedback pop-up windows; 

student P2 chose to consult both the feedback pop-up windows and the extra advice that 

preceded the task. 

 

3.9.1.4 Data from the Moodle online tasks 

The online tasks included both numerical (quiz format) responses and qualitative 

answers (open-ended questions). All the responses were saved and then exported onto 

individual Excel spreadsheets (the format allowed by the Moodle platform). Thus, the 

data from each task was exported on a different Excel spreadsheet and was saved in a 

folder for the specific online task. The students’ names were anonymised and all the data 

were checked for missing values or for unintelligible responses (verbal responses). For 

some of the more complicated tasks the students were also required to produce work on a 

Word document (i.e. a concept map, diagram, etc.) after taking an online quiz and then 

upload it in the Forum Area. Therefore, the students’ word doc or pdf attachments were 

also downloaded and stored in the relevant folders. Finally, for the glossary entries, each 

of the students’ terms and definitions was exported to an Excel spreadsheet with the 

students’ number, the term and relevant definition. 
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3.9.1.5 Data from the questionnaires 

When the two questionnaires for which hard copies were used (Task and 

scaffolding questionnaires) were collected, the data and answers were imported manually 

onto SPSS spreadsheets. Numbers were used instead of student names and then each 

column represented a question and the values entered represented each students’ answers 

to each question. Given that the questions of these two questionnaires employed Likert 

scales the students’ answers were numerical. The online feedback Moodle questionnaires 

included both open-ended and rating questions (1-10), therefore the student answers 

included both numerical and verbal responses. All the data from the questionnaires were 

exported from the Moodle platform in the form of Excel spreadsheets which included all 

the types of student answers. The qualitative answers were checked for unintelligible or 

missing entries and the numerative entries were also checked for missing entries. As the 

student names were imported as well it was ensured that the data were anonymised by 

assigning numbers instead of names.   

 

3.9.2 Development of coding and scoring schemes 

This section will focus on explaining how the various coding schemes were 

developed instrument by instrument given the complexity of the study and the amount 

and types of data collected, i.e., a large amount of qualitative data. Moreover, it will also 

explain how the scoring schemes for each of the employed instruments were developed.  

 

 

3.9.2.1 The development of coding schemes and analysis 

 

3.9.2.1.1 Measuring development at a conceptual level (RQ1) 

As discussed in chapter 2, development at a conceptual level is understood as the 

increased ability of the participants to perform higher mental functions. Table 3.8 outlines 
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these mental functions which are considered core elements of critical thinking (Bloom, 

1956; Anderson et al. 2000) that were used as the designed task aims and for which the 

participants received training (see 3.2 and details above).  

 

Table 3.8: Aspects of critical thinking per teaching session 

Main teaching session 

focus 

Core skills Sub-skills 

Teaching session 1: 

Understanding and 

identifying keywords and 

concepts 

Ability to identify key ideas  

Understanding key concepts 

Teaching session 2: 

Identify the structure of 

written texts and 

academic articles 

critically 

Predicting  

Identifying a purpose for reading  

Using reading strategies to extract 

relevant information for topic and 

text comprehension 

Skimming 

Scanning 

Identifying the function of the 

sentences in the different article 

parts (e.g. trace cohesion, etc.) 

Tracing cohesion 

Teaching session 3: 

Enhance critical and 

conceptual knowledge – 

Delivery of presentation 

Distinguish between formal and 

informal 

 

Identify purpose and tone Purpose and 

background 

Author and text 

Distinguish between factual and non 

factual information 

Identify the use of 

evidence 

Drawing inferences and conclusions Formulating 

assumptions 

Article evaluation 

Decision making Summarising 

 Planning and 

structuring 

 

A conceptual development rubric was adapted by combining elements from 

Bloom’s taxonomy (Appendix 19) as used by Gunawardena, Lowe & Anderson (1997) to 

evaluate the social construction of critical knowledge in online environments (Appendix 
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20). The rubric for this study (Table 3.9) was modified to focus on the specific EAP 

indicators that were relevant for this project. All these were mapped against the three 

basic levels of action from Galperin’s theory that was outlined in 2.2. In order to simplify 

referencing during the data analysis process and the reporting of the results each level of 

conceptual ability in the modified rubric was labelled as Level 1 to Level 5 

(Comprehension, Analysis, Synthesis, Evaluation and Creation).  

 

Table 3.9: Conceptual ability Rubric 

 

Conceptual ability was assessed by analysing and evaluating the students’ audio 

and video recorded and online performance during the training based on the rubric and on 

the indicators above. A student’s level of conceptual ability was determined by taking 

into consideration the indicators mentioned earlier and whether for instance the ability to 
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plan or formulate assumptions was evident in the pre and post introspection tasks, the pre 

and post concept maps, the pre and post oral presentations, the audio and visual screen 

captures of online activity and in the task scores and outcomes. This will be further 

explained in the following sections for each instrument. 

 

3.9.2.1.2 Coding the retrospective think aloud tasks and analysis (RQ 1) 

 

Following from the data preparation for analysis, a ‘broad category’ scheme was 

compiled based on the preliminary cycles of analysis of the recordings. The emphasis was 

on retrieving the general paths that students would follow when reading an academic 

article, identifying the steps and then trying to break their steps/actions down into 

strategies, procedures, article elements that caught their attention, mention of difficulties 

and solutions. Then, the protocols were segmented and coded according to the previous 

and this rendered a list of the processes, strategies and other elements shown in Table 

3.10. This offered an indication of each participant’s mental activity as reflected in the 

retrospective task.  More specifically, the coding scheme was developed along with the 

necessary indicators for the evaluation of the retrospection task. The coding scheme took 

into consideration the elements of the retrospection task such as the process that the 

participants went through in order to understand the academic paper, its main points, the 

paper elements that helped them understand the paper and the parts that they found 

difficult to understand. Based on this task the researcher coded the introspection tasks for 

the following areas that arose by examining the recorded data: 
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Table 3.10: Introspection task codes – Broad categories 

Reading processes 

 Top down 

 Bottom up 

Reading strategies 

 Connect what I already know to what I’m reading 

 Connect what I’m reading with other sections of the text 

 Connect co-textual elements (i.e. graphic illustrations, charts, and highlighted 

concepts” 

 Identify main ideas and concepts (i.e. underline, highlight, italicised terms) 

 Predict the reading content (i.e. look for concepts, charts, titles) 

 Ask questions about the content (i.e. turn titles or headings into questions) 

 Identify the organisation of arguments (i.e. follow the outline of the article) 

 Identifying a purpose for reading the paper 

 Skimming 

 Scanning 

 Identify the article type (Seymour, 1996): 

o Explanation 

o Definition 

o Sequence 

Academic paper structure 

 Abstract 

 Introduction 

 Review of the research / literature review 

 Methods and materials 

 Procedures 

 Results 

 Discussion 

 Implications 

 References 

Paralinguistic elements 

 Glossaries 

 Tables / Graphs / Charts 

Paragraph structure 

 Topic sentence 

 Supporting arguments 

 Summary sentence 

 Extension of the idea 

Discourse markers 

 Classification (i.e. categories / bullets /headings) 

 Process (i.e. cardinal numbers / adverbs such as next, as soon as, while) 

 Illustration (i.e. for example. For instance, etc.) 

 Cause/ effect (i.e. consequently, therefore, for these reasons, etc.) 

 Comparison (i.e. similarly, in the same way, etc.) 

Difficulties 

1. Deducing unknown Vocabulary / Terminology 

2. Interpreting Charts 

3. Identifying the topic 

4. Identifying the paper’s topic and relating to their purpose for reading 

Solutions to difficulties 

 –dictionary use 

 –further exemplification reading 

 –consultation of glossary with terms 
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A full list of the above aspects and the coding scheme can be found in Appendix 

9. A total of 42 codes were used to investigate the introspection task data further 

(Appendix 9). To test the reliability of coding, a second rater, an English native speaker 

and PhD holder specializing in the field of Applied linguistics and with good knowledge 

of the qualitative paradigm and methods of research, was provided with a randomly 

selected 10% of each dataset (i.e. three samples of the students’ introspection tasks). The 

second rater was also provided and familiarized with the lists of codes for the datasets, 

their definitions, and examples from data (Appendix 9) and was asked to apply each 

provided list of codes on the related data (this was applied for the coding and rating of all 

the tasks and types of data of the study). The final procedure was to check the number of 

similarities between the researcher and the second coder regarding the application of the 

codes. This was achieved by using Scholfield’s (1995) formula (Figure 3.12). The results 

of the inter-rater reliability tests are presented as follows: 

 

Figure 3.12: Scholfield’s Formula for Inter-rater Reliability Agreement 

 

 

The inter-coder reliability was found to be satisfactory for each variable and the 

agreement percentage was 84.6%. In addition, Scott’s Pi was 0.69, Cohen’s kappa 0.698 

and there were 11 agreements and 2 disagreements.  

Following from the coding of the data, the frequency of specific reading strategies 

and procedures among students when analysing the recordings of the 13 participants 

during pre and post-treatment retrospection tasks was calculated. For a full account of the 

way strategies link to specific skills please consult section 3.2. Our main focus and 
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interest here is not only the frequency with which students employed a specific strategy 

for instance but also evidence that revealed awareness of specific strategies when 

approaching an academic article and how many of the participants could report or 

evidence strategy use.  

Therefore, raw numbers were calculated per student (and overall) on which 

students used which strategies. When the students’ strategies and procedures were 

identified these were then mapped onto the Table 3.9 rubric. Then, a student’s level of 

conceptual ability (Table 3.9) was assessed by examining each student’s map of strategy 

use at a pre and post treatment phase. For instance, if a student’s retrospection report 

consisted of references to only Low-Comprehension level strategies such as 

“understanding key concepts” without any reference or indication of awareness of 

synthesizing or evaluating information (higher conceptual levels) such as reporting 

strategies of formulating assumptions about the article’s content or summarising 

information from various sections then the student was classified as having a low 

conceptual ability. The students who reported the highest numbers of strategies at an 

evaluation or creation level were classified as having a high conceptual ability. Finally, 

the students which reported mainly low level strategies in their reports and Level 2 and 3 

strategies were classified as having an “in between” level of conceptual ability. 

From the analysis of the recorded student retrospection data, various patterns that 

described the students’ combination of preferred reading steps, strategies and habits were 

also reported. These patterns reflected their skills, strategy use and eventually grouped the 

students of similar conceptual ability together. Each student’s account of the order in 

which strategies were reported was compared to that of other students; those accounts 

which were similar in terms of the order in which the strategies were mentioned were 

then grouped together. Then, the strategies were evaluated according to Table 3.9 to 
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decide on the level of conceptual ability in the way that was reported earlier. The patterns 

were generally meant to demonstrate the order in which the students reported on using 

specific strategies and processes (top-down) when reading and processing an academic 

article. 

 

3.9.2.1.3 Coding and analysing the audio and video files from the screen-captures 

(RQs 2, 3, 4) 

 

Initially, to code the screen-captures and to evaluate Moodle as a learning 

management system, I took into consideration that online, resource-based learning 

environments are most likely to be effective when they are designed and utilized in ways 

consistent with the research on how people learn. Bransford, Brown, and Cocking (2000) 

base the following key dimensions of effective learning environments upon current 

educational and cognitive neuroscience research. Knowledge-centered environments 

focus on developing knowledge of the field or discipline and of strategies to develop 

expertise. They incorporate the language, artifacts, and essential principles on which 

learning in the discipline is based and model how experts work with those principles to 

gain increased understanding. In a Web-based environment, this might translate into 

digital, discipline-specific materials that are up to date, authentic, and accessible to the 

target audience (Greenhow, 2006).  

Community-centered environments evolve a community of practice among like-

minded professionals where members develop common goals and work toward achieving 

them. The community-centered environment provides opportunities for active 

participation and the development of a shared knowledge base. In a Web-based 

environment, this could be expressed as Internet-based conferencing environments that 
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assist communication over distances, or a repository of artifacts of members’ practice 

(Bransford, Brown, and Cocking, 2000).  

Assessment-centered environments support learners’ testing of ideas by 

promoting ongoing reflection and feedback on practice. Effective online environments 

might include Internet-based networking to promote ongoing reflection and feedback on 

field experiences in a manner that is sustainable, wide reaching, and affordable. 

Learner-centered environments focus on learners, building on their strengths, 

interests, and needs. They take individual learning styles and prior knowledge into 

account. One of the most promising and underappreciated qualities of new information 

technologies is their interactive capacity (Bransford, Brown, and Cocking, 2000).  

The four dimensions or environments outlined here can be visualized as 

interdependent and overlapping spheres. Therefore, we might expect all four dimensions 

to be present and functioning in a quality learning environment. Research suggests Web-

based technology capabilities can be used as tools to scaffold, motivate, and enhance 

thinking (Chan, Burtis & Bereiter 1997; Gordin & Pea, 1995; Jonassen, 2000). By 

referencing Bransford et al’s conceptual framework about effective learning 

environments, I developed a list of the desirable features one would want to see in an 

effective online learning environment (Table 3.11). The purpose of developing a list is to 

guide a focused content analysis of the online, resource-based learning environment being 

evaluated when examining the activities of the screen-captures in order to identify its 

relative strengths and weaknesses.  

Identifying which items are absent or present is a helpful first step in taking a 

critical look at how present items support the site’s educational purpose and intended 

audience. This also helps to clarify utilization and development strategies, such as which 

contexts are most promising for improving the learning environment. Thus, the purpose 
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for the key dimensions in Table 3.11 is not about the number of elements, but rather how 

this systematic review, against established criteria, highlights the support for learning that 

Moodle provides or does not provide. The coding of the screen-captures is derived from 

the parts of this checklist and can be found in Appendix 21. Each code was inserted as a 

transcript annotation when analyzing the videos with NVivo by entering the relevant code 

for the specific video minutes (color coding). 

Table 3.11: Key Dimensions of Online Learning Environments Checklist 

 

 

Moreover, the screen-captures helped to examine the value of the affordances of 

Moodle as a platform for delivering academic training (RQ2). This was achieved by 

calculating the frequency of consulting a list of Moodle characteristics by the participants 

when performing the tasks via examining the screen captures and more specifically the 

participants’ online actions. This was not only about which scaffolding elements they 

consulted but in terms of overall task design and which features enabled them to complete 

the tasks. Quantifying the number of uses of specific Moodle characteristics in relation to 
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the requirements of each task and the student’s comments can reveal the affordances of 

Moodle as a platform for academic training. Its characteristics included among others the 

use of the Forum area, the glossary, consultation of embedded external links and 

proceeding through tasks. This Moodle unit also offered the opportunity to create peer-

assessment tasks, tasks that combined text and pictures, mazes and importing Hotpotato 

exercises. 

Regarding scaffolding (RQ3), the adopted model for coding and analysis was 

outlined earlier in this chapter (3.5.5) and the screen capture units of the participants’ 

online activity were coded according to the following two categories: 
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Each of the above codes was inserted as a transcript annotation when analyzing 

the videos with NVivo by entering the relevant code for the specific video minutes (color 

coding). 

 

Inter-coder reliability 

 

Two coders coded 10% of the screen-captured data and the relevant audio 

recordings using the coding scheme (Appendix 22). The result for inter-coder reliability 

was 76.9%, Scott’s Pi 0,544, Cohen’s kappa was 0.567 and there were 10 agreements and 

3 disagreements. 

 

3.9.2.1.4 Coding the content answers of the Moodle online tasks (RQs 1, 2, 4) 

 

The online tasks facilitated the process of collecting data mainly in answer of 

research question 1, 2 and 4. However, the online feedback questionnaires also offered 

information relating to research questions 3 and 4. For more information about the latter 

see section 3.9.2.1.5. 

The online tasks of Session 1 included tasks 2 and 6. Task 2 was to familiarize 

learners with the treatment reading article and ask them to decide on the elements they 

would need to focus on. Then the output would be to draw a diagram of the article's 

structure. The students experimented with a variety of formats but their outputs were 

mainly focusing on the structure of the article either representing it by using headings or 

concept maps and not so much on depicting relations between concepts. This indicated 

that the students’ conceptual ability was not at the stage of synthesizing information from 

a critical and evaluative perspective. A general outline of the students’ concept maps at 
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this stage can be found in Appendix 23. However, the purpose of the task was not to 

evaluate the participants’ conceptual level but simply to help them reflect on that. 

Task 6 was an exercise that asked students to think of and prepare a number of 

pre-reading questions that could best enable readers to read the academic article and 

predict its content. For the student responses to be considered well-formed and 

demonstrate the students’ evaluative and creative abilities they should fulfill the purpose 

of the task and be employed as guiding article comprehension questions (Appendix 23). 

An example of failing to complete the task were the students who misinterpreted the 

meaning of the exercise and created questions which would gather information from the 

students about their reading strategies rather than guiding them towards extracting the 

necessary article information themselves. Apart from this, all the other questions were 

considered to have a guiding function and reflective character for the students.  

Online tasks in Session 2 included sub-tasks 1, 2, 3, 4, 6 and 8 (3.5.6). Task 1 

asked students to create a five step guide with instructions for the students that would 

attempt to read the academic article. The students experimented with a variety of steps 

and their work was evaluated against the answer that the expert provided and by bearing 

Bloom’s taxonomy in mind to evaluate conceptual development. Below you will find the 

work of a high and a low achiever and how their work was evaluated. 

The first example is the expert answer that was provided when a Lecturer in 

Applied Linguistics volunteered to perform the task. This example was considered as a 

guide for evaluating high and low achievers and below is the expert’s answer. The answer 

provided includes a series of steps that were deemed to be important with the 

performance of a high achiever in mind: 
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According to our expert the answers of high achievers should demonstrate their 

ability to work at a high conceptual level based on Bloom’s taxonomy and when 

designing their steps their work should indicate that they invite the reader to evaluate the 

article, employ strategies for formulating assumptions by gradually planning and 

structuring a series of steps to achieve this. An example of a high achiever who worked at 

this level can be seen below (Figure 3.13):  

 

Figure 3.13: High achiever example – Task 1 

 

 

Does the title of the 
article show some 

relevence to what you 
expect? 

YES 

Read the abstract (if 
present) 

Skim through the 
intrdouction and try to 

focus on the thesis line in 
the introduction 

Quickly analyse the 
subheadings, find the 

most useful ones to you 
and read the relevant 
paragraphs in detail 

Read through the 
concluding lines and 

identify the main themes 
discussed throughout the 

article 

NO 

Have a quick survey of 
the introduction, or read 
the absrtact (if available) 

Still Irrelevent? 

Ignore it! 
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The student of Figure 3.13 has managed to structure an academic article reading 

process in a graphic way which represents the available options for the students and then 

in each case several steps which lead to article evaluation and the formulation of 

assumptions in terms of content are presented. The steps clearly reflect the options that 

were provided by the expert.  

On the other hand, the student work that is presented below demonstrates that 

their level of conceptual understanding was at an intermediate level since they focused 

mostly on providing advice that related to article comprehension and not on critical 

application of reading strategies to result in analysis and evaluation: 

 

Apart from the fact that the first 3 steps focus on the lower levels of Bloom’s 

taxonomy, steps 4 and 5 do not promote critical thinking and the general focus on the 

features that would enable the readers to evaluate article content and structure a 

comprehension strategy.  

Task 2 (Day 2) invited students to answer the comprehension questions that their 

classmates had created during Day 1 for task 6. The students’ answers were collected and 

were evaluated with regards to factors such as whether the answer focuses on the 

question. The evaluation was also based on the answer key that was provided by the 

expert which will be shown below in Figure 3.14. Below I provide examples of a high 

and a low achiever and how their answers to their specific questions were evaluated. The 

answers that were provided by the expert were the following:  
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Figure 3.14: Expert answer for Task 2 – Day 2 

 

According to the expert, the students’ answers to their given questions should 

demonstrate first of all comprehension of the question and for high achievers, answers 

should also indicate that they have covered most of the aspects of the question. An 

example of a high achiever is presented below:  

 

What is the article about? 

The article is about attention and awareness for students and how it affects language learning, it 

discusses the history of the topic, arguments that researchers have regarding the effectiveness of 

attention and awareness for SLA. It also discusses methods to measure attention and awareness as well 

as the different results; then it discusses where to go in the future. 

What is the writer's main argument? 

The writers stay relatively neutral throughout; they discuss both sides of the argument equally however 

they do suggest that attention and awareness is an area that deserves more focus. 

Do you agree or disagree with the author? 

Generally I agree with the authors. 

What is the most important topic of the article? 

The most important part of the article for me was the methods of measuring as well as the factors that 

can affect SLA, such as individual differences. A clear argument is also important. 

Create a concept map 

 

 

 

attention and 
awarness 

Future directions 

Applications 

Tasks in language 
learning 

Input enhancment 

Individual 
differences 

aptitude 

Working memory Data and 
elicitation 
measures 

First person Verbal 
reports 

behavioural tests 
of learning 

Core Issues 

interface 

Objects of 
attention 

The role of 
attention and 
awareness of 

output 

Historical 
Background 

Input and 
intake 

Input 
enhancment/conci

ousness raising 

Implicit and explict 

Memory 

Knowledge 

learning 

Apperception 

Noticing 

Detection/Workin
g memory 

The noticing 
hypothesis 

Scafolding 
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Figure 3.15: Example answer from a high achiever – Task 2, Day 2 

 

On the contrary, the answers presented below indicate that the student did not 

understand some of the questions and his answer resulted in repeating key words which 

reflected a performance at a Knowledge level and therefore indicative of a lower 

achiever: 

Figure 3.16: Example answer from a low achiever – Task 2, Day 2 

 

Why are attention and awareness important for in SLA? 

 Because attention “conceptualized” in ways that it can affect our learning and subsequently 

leading to different levels of performance.  It is important for SLA because as they are 

acquiring a new language, there are a lot of information available for them to learn but 

whether they intake these into further processing is dependent on the amount of attention 

and awareness they provide during acquisition. 

How are they connected to cognition? 

 Attention and awareness is connected to cognition as it is said that attention and awareness 

can be applied consciously as well as sub-consciously. 

What do the SLA research findings say about them? 

 Attention and awareness can be spoken in terms of consciousness and explicitness in terms 

of acquiring new knowledge and more specifically different areas of linguistic knowledge. 

What are the main issues of attention and awareness in SLA? 

 Distinction between implicit and explicit knowledge; attention paid to aspects of language; 

role of attention of awareness output 

How can we apply the findings to improve attention and awareness in SLA?   

 Different forms/methods of teaching to appeal to different types of learners to elicit 

attention and awareness 
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After checking their predictions about the articles, the next step for the students 

was to read the first three paragraphs of the article and focus on identifying the main idea 

and summarise the content of the first three paragraphs (Day 2, Task 3).  The work of a 

low and high achiever is presented below along with an example of how the work was 

marked. A key answer was provided by the expert which was the following and which 

focused on what a successful high achiever answer should cover: 

Figure 3.17: Expert answer – Day 2, Task 3 

 

High achievers provided an answer of the following format, indicating cohesion 

and a personal way of understanding article ideas, by mentioning the main points of each 

paragraph briefly: 

Figure 3.18: High achiever answer – Day 2, Task 3 
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On the other hand, low achievers presented answers which could simply be based 

on copying information, sentences or key words from the original article, without any 

critical evaluation similar to the following type:  

Figure 3.19: Low achiever response – Day 3, Task 3 

 

 

 

 

Following this, the students were asked about the main ideas of the article and 

whether they found the article informative (Day 2, Task 4). The students’ responses are 

presented below:  

Table 3.12: Student responses to task 4, Day 2 
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The students who were able to provide responses that did not merely repeat the 

elements of the article’s title as the main ideas that they could locate, were classified at a 

high conceptual level against Bloom’s taxonomy. On the contrary, other student who are 

either too general or their work reflected that the student responds to a different question 

than the one asked by the given task, indicate that the students were acting at a lower 

conceptual level. 

The next task for this session was the creation of a mind map (Day 2, Task 6) that 

would enable the students to represent the major ideas of the article and how these link to 

each other. The evaluation of the concept maps is described in section 3.6.1.2. 

Moving on from this, Task 8 required students to do a vocabulary rating task in 

terms of how they perceive the importance of specific terms in order to understand an 

academic article. The relationship of the most important terms was presented by the 

expert which also provided key criteria for the evaluation of the answers. The expert’s 

analysis can be seen below: 

Figure 3.20: Expert answer for Task 8, Day 2 
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These are the most important article terms according to the expert’s opinion 

and the students’ maps were evaluated in terms of recognising these elements. The task 

had a reflective character and therefore the students were not assigned specific marks for 

specific features, but were assigned to categories such as ‘low’, ‘medium’ ‘high’ 

achievers as detailed further on. 

The high achiever’s map below is very close to the expert’s map and includes 

most of the key/important terms that should be grouped in an appropriate way to 

demonstrate their relationship. Furthermore, the student has attempted to link the 

concepts to the central article concept (“attention”) and in this way the student 

demonstrates their ability to critically select the appropriate concepts and synthesize them 

in order to create a complex relationship depiction. 

 

Figure 3.21: High achiever answer for task 8, Day 2 

 

Moreover, the low achievers’ ranking and term depiction did not include the 

terms that were important nor did their representation reveal information about the 

relationship between these terms in any way. An example can be seen in Fig. 3.22: 
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Figure 3.22: Low achiever answer for Task 8, Day 2 

 

This indicates that the specific student did not reach the stage of critically 

selecting and combining information to plan and create the synthesis of visually 

representing relationships between terms. Their work is more a random collection of 

terms that have no common ground as one reads from line to line. 

In general, when all the students’ ranking of terms were compared to the 

expert’s, three general patterns of ranking and visualisation were identified. The first 

pattern was the concept map representation of the most important article terms in ways 

which also depicted their relationship (Appendix 24 - Figure 6). The second pattern was 

the collection of article terms which were arranged in a linear way with no 

interconnections between the various levels of the representations (Appendix 24 - Figure 

7). Then, the final pattern that was selected was a simple ranking of the article terms from 

the most important to the least important in a list format with no depiction of any 

connections between the terms.  

These three task patterns were then mapped against Bloom’s taxonomy to decide 

on the individual level of conceptual ability for each student. The first pattern would be 

indicative of a student working at a high conceptual level by critically selecting and 

evaluating terminology and by being able to create a visual representation of the 

relationships between terms. The second pattern though, indicates that the students were 

working at an intermediate stage by being able to analyse the various article terms while 

using them in order to do the task (Appendix 24 - Figure 7). On the contrary, the student 
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who followed the third pattern was operating at a low conceptual level since the creation 

of a list which ranks the various article concepts without recognising their inter-relations 

simply represents the knowledge and comprehension of specific terms without being able 

to critically select the most important though and synthesize a scheme that represents 

their inter-relationships. 

The online tasks of Session 3 included tasks 2, 3 and 4. For task 2 the students 

were invited to create their own definition of the term “formality” and enter in the 

glossary section of the Moodle Pedagogic Unit. The students’ definitions of the concept 

of formality from the Moodle glossary of definitions were compared with the definition 

provided by the expert. The focus was not whether the students were successful in 

creating a similar definition to the expert’s regarding vocabulary or to the level of 

expression. It was rather on the semantic content of their definition, the conceptual 

understanding that was revealed and the extent to which the definition addressed the key 

issues that the expert had chosen. In total, the expert resulted in the following nine 

characteristics that the definition of formality should include (Figure 3.23 below). Then, 

the number of characteristics that the students found were calculated to decide which 

definitions were the closest to the expert one. Those who managed to identify more than 

two were successful and the highest possible was 9. 

Figure 3.23: Expert definition 
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During task 3 the students were asked to reflect on the process that one needs to 

follow with a view to write a summary and create a step-by step guide with instructions 

for this. The nature of this exercise had mainly a reflective character and only extreme 

cases that would yield unacceptable processes would be marked down. For instance, a 

low achiever would place more emphasis on text comprehension and on the analysis of 

the various key words prior to summary writing or there would also be emphasis on non-

necessary information such as further studies or future implications that are not typically 

included in summaries. When functioning at these levels the student would be placed at 

lower conceptual levels according to Bloom’s taxonomy. A high achiever which 

functions at a higher conceptual level would concentrate on the process steps with a view 

to plan and evaluate steps that would lead to successful summary writing. A high 

achiever answer would be indicative of these levels and clearly identify the elements of a 

successful process and the core parts of this type of writing. However, it would also 

demonstrate the skill to creatively combine information towards creating a concise report 

of the main ideas of a text.  

Finally, Task 4 involved the creation of their presentation outline. Regarding 

understanding concepts and article evaluation all students were asked to create content 

outlines for presentations and to evaluate concepts in order to deliver a presentation that 

could clearly reflect on the main ideas of the article. To evaluate whether the content 

outlines constituted a proper guide for the creation of full length oral presentations, the 

outlines were evaluated by using the oral presentation coding scheme and by focusing on 

these specific elements: 1. Structure (Introduction, Main body, conclusion), 2. Balance of 

content 3. Emphasis on key terms (as defined by the experts for task 5 (Session 2). 

Successful outline contents should have all these three elements but at this stage there 
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was no intention to evaluate the participants’ conceptual level. The oral presentations that 

followed were assessed according to the procedures described in section 3.9.2.2.2. 

 

3.9.2.1.5 Coding the open-ended online feedback questionnaire responses (RQs 2, 

3, 4) 

The participants’ evaluations about the unit’s design were after each online 

training session (Appendix 12) contributed to answering RQ 2, 3 and 4. The numerical 

data that were collected from the ranking questions and yielded information about the 

number of students who evaluated various aspects of the course. The open ended 

questions were coded for the following categories: a. how did the course help them 

improve (i.e. definitions, explanations, good tasks, feedback, online examples, 

appropriate content), b. reasons for which they believe they did not improve (i.e. short 

period of training time, long texts, long session duration, difficult topic), c. suggestions 

for further improvement with regards to the Pedagogic Unit (i.e. create more sessions 

with short duration, shorter texts, easier topics to read, no suggestions), the Moodle 

platform (i.e. enable the anonymity functions, no suggestions), the scaffolding features 

(i.e. more detailed feedback, shorter feedback, no suggestions) and the tasks (less number 

of tasks to perform per session, use of more visual prompts, no suggestions). Then, the 

numbers of students who reported each of the above suggestions were calculated.  

 

3.9.2.1.6 Coding the semi-structured interviews and analysis (RQs 3, 4) 

 

The participants’ views about the Online environment (RQ4) were coded when 

analyzing the interview data according to the Constructivist OnLine Learning 

Environment Survey (COLLES) that was designed to help teachers assess from a social 
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constructivist perspective, the quality of their online learning environment (Taylor & 

Maor, 2000). The codes for the semi-structured interviews were the following six levels: 

 

1. Relevance: how relevant is online learning to students' academic practices?  

2. Reflection: does online learning stimulate students' critical reflective thinking?  

3. Interactivity: to what extent do students engage online in rich educative dialogue or in 

peer-feedback activities? 

4. Tutor Support: how well do tutors enable students to participate in online learning?  

5. Peer Support: do fellow students provide sensitive and encouraging support?  

6. Interpretation: do students and tutors make good sense of their communications? 

 

It should also be noted that in order to evaluate the Moodle Pedagogic Unit (as a 

course – RQ4) a general model of evaluation was also followed which took into 

consideration that according to Posavac and Carey (2002), “evaluation is a collection of 

methods, skills, and sensitivities necessary to determine whether a human service is 

needed and likely to be used, whether it is conducted as planned, and whether the human 

service actually does help people”. Evaluations of human service programs are conducted 

to answer questions and the process of identifying and selecting evaluation questions is 

central to the evaluation and normally represents an early step in the program evaluation 

planning process. Once selected, the evaluation questions provide a direction for the 

program. The systems model is an alternative approach to program evaluation (Rossi, 

Freeman & Lipsey, 1999). Here, one can categorize an evaluation by type, as an input, 

process, output, and/or impact evaluation. Frequently, all types are included in the same 

evaluation. This approach is similar to Stufflebeam’s (1971) CIPP model (i.e., context, 

input, process, and product), where context focuses on planning decisions, input on 
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structuring decisions, process on implementation processes, and product on outcome 

attainment. Moore and Kearsley (1996: 5) suggested that a systems approach is very 

helpful to understanding online education and that ‘‘the systems model provides a tool 

that not only helps us recognize many of the issues that separate online education from 

conventional education, but also helps us distinguish good online education from bad”. 

The present study has specifically focused on the process and output evaluation questions 

as these would be the questions that the students could answer from their perspective and 

experience to provide information about the evaluation of the affordances of the Moodle 

Pedagogic Unit. 

The process evaluation questions which were part of the semi-structured interview 

included the following: a. whether the program was satisfactory for the students, b. 

whether the program was equally effective for all participants and why, c. what the 

characteristics that distinguish satisfied and dissatisfied students are, and d. what program 

components or activities appear to better support development at conceptual level. The 

output evaluation questions of the interview included the following: a. whether program 

and course objectives were achieved, b. what program and course design components 

appeared to contribute the most and least to the attainment of these objectives and c. 

whether or not the students feel that they gained the desired knowledge and skills. 

Part of answering RQ 4 was to evaluate the EAP and task content of the Moodle 

Pedagogic Unit and therefore relevant questions were included during the semi-structured 

interview at the post-treatment stage.  
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The content of the questions also served as the coding scheme. The related 

interview questions about the tasks were the following:  

 

Finally, in order to understand the coding and analysis procedures, it should 

be reminded that an open-ended interview format was particularly important in order to 

seek out a more robust picture of participant attitudes and to allow for the emergence of 

unpredicted responses (Dörnyei, 2007). During the interviews at the post-treatment 

session, the students could also see the exercises on the Moodle platform. The researcher 

employed the interviews to investigate the participants’ perceptions about the online 

activities o the scaffolding options they offered (RQ3), their potential for academic 

reading and speaking training and for supporting conceptual development (RQ4).  

Student responses were therefore coded for one or more of the following 

broad categories: Task and general unit scaffolding features for RQ 3, and then for RQ4 

the students’ opinions about their Academic reading training, Academic speaking 

training, level of conceptual development, Helpful (+), Helpful (-) concerns, Confusion 

and Suggestions by following the instructions of Appendix 16. These responses were then 

calculated to discover the number of students which expressed specific views and from 

this the most prominent issues such as popular task scaffolding features were identified. 

Moreover, regarding RQ3, nine areas of discussion were identified through the 
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participants’ comments: clarity of instructions and of task examples, the forum area, 

glossary, peer-assessment workshops, suggestions, adequate task feedback and adequate 

feedback questionnaires. 

The inter-coder reliability was calculated for all 13 transcribed interviews and was 

satisfactory since the agreement percentage between the coders was 76.9%. In addition, 

Scott’s Pi was 0.554, Cohen’s kappa 0.562 and there were 10 agreements and 3 

disagreements. 

3.9.2.2 Development of scoring schemes and analysis 

 

3.9.2.2.1 The scoring scheme of concept maps and analysis 

 

The concept maps were employed to retrieve data that would enable the 

researcher to track the participants’ progress and answer research question 1. The 

rationale for the assessment of the concept maps combined a quantitative and qualitative 

approach. Initially, the concept maps were analysed according to a qualitative approach 

and for this purpose two models were employed. The first one was adopted by Kinchin 

and Hay (2006) to classify the different depictions of knowledge structures and the 

different utilities and propensities for change the concept maps reflect (Appendix 18). 

Based on this approach, the maps were classified into ‘spokes’, ‘chain’ and ‘networks’ 

based on the hierarchy and the number of the nodes and then were also characterised as 

one-centred or several centred maps depending on the links between the nodes. 

The participants’ concept maps were also quantitatively compared to two “expert” 

maps, one expert map for each academic article (pre and post sessions). The evaluation of 

the concept maps was conducted by comparing the students’ maps to those constructed 

by two experts in the field of Applied Linguistics who also underwent the process that the 

students followed. The specific scoring system that was followed for the present study 
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was adapted from Novak and Gowin (1989) which focuses on three main concept map 

components: propositions (i.e. number, accuracy, cross-links), hierarchy levels and 

examples (Appendix 25). Each valid proposition was awarded 1 point and for all the valid 

levels of hierarchy (i.e. when a concept would lead to a more specific level) 5 points were 

awarded. Furthermore, for each cross-link that revealed meaningful and valid connections 

between aspects of a concept 2 points were awarded and 10 points if the cross-link 

illustrated a synthesis between sets of related concepts.  

The experts’ concept maps were scored in a similar way and then the students’ 

scores were divided by the criterion (expert) map score to give a baseline for comparison. 

A concept was considered to be used in a concept map when there was at least one link 

connected to it. The number of links is a countable statistic and was defined as the 

number of valid links constructed. The total number of links per concept was calculated 

by dividing the number of concepts used by the number of links constructed. The highest 

score that a student could receive would therefore be the expert’s score in each case. 

 

Figure 3.24: Gowin and Novak’s (1989) Scoring model for concept maps 
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A more detailed example of Gowin and Novak’s (1989) quantitative evaluation 

model is provided in Appendix 25 and an example of the application of their framework 

for the analysis of a student map is offered in Appendix 11. The inter-rater reliability was 

calculated for all 13 maps and was satisfactory since the agreement percentage between 

the coders was 92.3%. In addition, Scott’s Pi was 0.851, Cohen’s kappa 0.852 and there 

were 12 agreements and 1 disagreement.  

To evaluate the conceptual progress and learning quality from a qualitative 

perspective, Hay’s 2007 model that depicts the comparison of student knowledge 

structures before and after intervention was used (Appendix 24). This model, allowed for 

the classification of the concept maps to levels of conceptual ability as these were defined 

by Hay (2007). Thus, a high level concept map would consist of a high number of nodes, 

hierarchies and cross links (Figure 7, Appendix 24) as opposed to a Low level concept 

map with a minimum number of cross links (2) despite having a high number of nodes as 

in Figure 6 in Appendix 24. Following Hay’s 2007 model, the concept maps were 

classified into those that reflected higher and lower conceptual ability only. Thus, in line 

with the coding scheme in section 3.9.2.1.1 low level concept maps would focus at 

depicting article terms without cross links (Knowledge level 1 - Low) whereas high level 

concept maps depict concepts and the cross links between them by synthesizing nodes 

from different hierarchies (Creation / Synthesis level 5 – High). 

Given that the analysis involved a level of subjectivity when conducting the 

qualitative analysis, a second coder was involved and therefore reliability measures were 

ascertained. The counts of the traditional measures (i.e. number of concepts, the highest 

hierarchy level achieved, and number of hierarchies found in the map and the number of 

cross-links) are presented in Table 3.13:  
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Table 3.13: Pre-treatment phase Inter-coder reliability (concept maps) 

 

A reliability coefficient for each map component of the pre-treatment phase was 

evaluated. Regarding the total number of concepts the inter-rater reliability coefficient 

was .99 (nr=2). The coefficient for the number of levels found in the maps was .80 and 

for each line that connected the central concept with others .83. 

The counts of the traditional measures (i.e. number of concepts, the highest 

hierarchy level achieved, number of hierarchies found in the map and the number of 

cross-links) at a post-treatment stage are presented in Table 3.14 below:   

Table 3.14: Post-treatment phase Inter-coder reliability (concept maps) 

 

A reliability coefficient for each post-treatment map component was evaluated. 

Regarding the total number of concepts the inter-rater reliability coefficient was .98 

(nr=2). The coefficient for the number of levels found in the maps was .82 and for each 

line that connected the central concept with others .87.  

 

3.9.2.2.2 The scoring scheme of the oral presentations and analysis (RQ 1 and 2) 

 

The oral presentations were examined in order to answer RQ1 but also in order to 

determine whether the Moodle Pedagogic Unit contributed to enhancing the students’ 

oral presentations (RQ2). After producing the concept maps, the students were asked to 

deliver oral presentations based on the produced concept maps of the academic article 
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that they had read. During these presentations, which were also audio-recorded, the 

researcher evaluated performance by using an assessment template which included the 

presentation ‘evaluators’ that guided the aims underlying the design of the Pedagogic 

Unit. These evaluators assessed the content of the presentation and its structure, i.e., the 

six points in the ‘presenting unit’ (Section 3.5.3) for which training was provided to the 

students during the treatment sessions. Selinger and Shohamy (1989) identify two types 

of techniques for analysing qualitative data: an inductive procedure in which categories 

are derived as a result of dealing with data, and a deductive procedure in which the 

system of categories has already been established and was derived from a conceptual 

framework.  

In my analysis of the oral presentations, a combination of both techniques was 

used. Criteria based on categories used in similar situations in the past (i.e. Bankowski, 

2010) were added to categories derived from the conceptual analyses of the teaching 

syllabus. The list of different skills and strategies was then tested on a small sample of 

oral presentations (10%) and some additional criteria were identified in the process, 

resulting in the development of the Oral Presentation Evaluation Form used for the 

assessment purposes in all presentations (Appendix 26). In this way, it was possible to 

examine which oral presentations fulfilled which specific aims of the Pedagogic Unit and 

to what extent. The presentations received a score with regards to the number of fulfilled 

aims out of twelve. Furthermore, following Appendix 26 the number of students who 

were/were not successful at various areas were identified. If a student presentation had 

received a Yes for one of these areas then the presentation was considered to be 

successful in this respect. 

Once this was achieved, the next step was to evaluate the presentations and decide 

on the level of conceptual development they reflected. In general, research is ongoing 
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into methods of assessing student presentations. Mason (1995) and Khidhayir and 

DuBoulay (1994) have described and discussed the criteria for oral assessment at pre-

sessional courses and their assessment criteria are covered by the following headings: 

appropriacy, evidence of preparation, delivery (style / tone), structure of talk and use of 

aids. Therefore, each student presentation was evaluated a second time by consulting 

Appendix 27 which is a revised version of the previous criteria (including content, 

delivery, format/structure and preparation) in combination with Jordan’s (1996) oral 

presentation assessment rubric.  

The student presentations could then be classified into six different classes and the 

students that fell into the first two levels were considered to demonstrate higher 

conceptual ability, the third and fourth level corresponded to intermediate conceptual 

ability and the fifth level referred to low conceptual ability. After the students’ pre and 

post presentations were analysed according to the previous criteria, then the pre and post 

presentation results for each student were compared to identify progress between the 

stages. 

The inter-coder reliability was calculated based on all 13 transcribed student 

presentations for all the available codes and was found to be satisfactory (84.6%). In 

addition, Scott’s Pi was 0.692, Cohen’s kappa 0.694 and there were 11 agreements and 2 

disagreements.  

 

3.9.2.2.3 The scoring of the Moodle online task (RQ 2) 

 

The tasks from Session 1 which were scored numeratively were tasks 3, 4, 5 and 

7. Task 3 was a multiple choice task whose purpose was not to assign a mark but to 

identify the students’ attitudes and therefore there was no correct answer. Likewise, task 
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4 also employed a Likert scale but there was no right or wrong answer. Task 5 

encouraged students to reflect on article structure and associate it with metaphors such as 

“window”, “bridge” and “door” and for instance to recognize that the introductory part of 

the academic article is like a window into new knowledge and that the main body for 

instance functions as a bridge between introductory ideas and main arguments.  

For each correct movement of picture 1 point was assigned and no points for 

wrong answers. Successful completion was perceived as finding all answers and the 

students were allowed three trials. Task 7 was a lesson activity which was made up of a 

number of pages and on each page there was a question. Associated with the answer to 

each question was a jump to another page depending on the answer: if the student was 

correct he/she could progress to the next question page but if the answer was wrong the 

next page was a revision page with an extra practice answer and if the practice answer 

was correct then the student would progress to answering the first question once more. If 

the student was not correct then he was granted the answer as wrong and would then 

move on to the next answer. The final mark was percentages of correct answers (4 

questions in total). 

The tasks from Session 2 which were scored numeratively were tasks 5, 7 and 

9. Task 5 was a quiz with various types of four article comprehension questions. The 

following screen-captures indicate how this task required students to proceed and the 

tables reveal the student scores for each item. The task was the following: 
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The students took a quiz at first which involved four tasks that checked the 

students’ understanding starting with one such as checking basic article definitions as 

follows: 

 

The next quiz question asked the students to choose a definition for four terms 

from a drop-down menu: 

 

Following from this the students were required to fill in ten gaps of an article 

section by choosing from the available ten options of a drop down menu the appropriate 

term: 
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Finally the students were asked to select the sentence that according to them was correct: 

 

For completely wrong answers 0 marks were assigned and each part of the quiz 

would account for 25% of the final mark. 

Task 7 was a HotPotato exercise which was a quiz about specific sentences in the 

academic article. The students had to identify what was the function of each sentence 

within a specific paragraph and choose whether for instance the sentence was stating the 

main problem or if the sentence presented background information. There were four 

questions in total and students would gain one point for each correct answer. To fail the 

task students should have only one correct answer.  

Finally, task 9 was a fill-in the gaps exercise. The screen capture below 

indicates the requirements of the task which focused on “moving” 9 terms at the 

appropriate place in the text.  The highest score to be received was 100 and the points of 

correct task completion were automatically assigned by Moodle. To fail the task one 

should have only three correct answers. 

 

The tasks from Session 3 which were scored numeratively included only task 1. 

This involved ranking 4 different types from the most informal to the most formal and 
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students would receive a point for each correct answer. Successful completion involved 

finding all the correct answers.  

 

3.9.2.2.4 Analysis of the EAP and scaffolding questionnaires (RQs 2, 3, 4) 

 

The EAP task and the scaffolding questionnaires data obtained through the 

administration of the questionnaires to the participants were entered in an SPSS file in a 

number of columns equal to the number of questions (32 columns for the EAP task 

questionnaire and 10 for the scaffolding one). Given that the number of participants of the 

study was 13 in total the main statistical procedures that could be employed for the 

analyses of the qualitative data were calculating the number of students which agreed 

with a specific option from the Likert scales and the frequency with which a specific 

issue arose among the participants’ answers.  

 

3.9.3 Chapter summary: Addressing the research questions 

Given the complexity of the research design, instrumentation, procedures for data 

gathering and analysis, this chapter will conclude by highlighting how the overall 

research design contributed to addressing each of the research questions informing this 

study. 

 

3.9.3.1 RQ1: Measuring development at a conceptual level 

 

The first research question focused on examining the relative value of a 

Pedagogical Unit designed to foster understanding at a conceptual level by users of L2 



182 

 

 

 

English in an academic context. In the present study, development at a conceptual level is 

understood as the increased ability of the participants to perform higher mental functions.  

Conceptual ability was assessed by analysing and evaluating the students’ audio 

and video recorded data based on their online activity during (see rubric and indicators in 

section 3.9.2.1.1). A student’s level of conceptual ability was determined by taking into 

consideration the indicators mentioned earlier and whether for instance the ability to plan 

or formulate assumptions was evident in the pre and post introspection tasks, the pre and 

post concept maps, the pre and post oral presentations, the audio and visual screen 

captures of online activity and in the task scores and outcomes. More specifically: 

 

(1) The introspection tasks measured conceptual ability by focusing on the 

identification of specific themes. Remember that participants had to read an academic 

paper prior to performing an introspection task (Appendix 9). The target was to 

encourage the students to perform at a conceptual level and reflect on the reading 

strategies they employ when reading academic texts in order to approach a text, 

understand it, retrieve information and ultimately establish an association between the 

text’s concepts and ideas mentally. Thus, the tasks focused on guiding the participants to 

identify the process of reading an academic paper and understanding its main points but 

also on the elements and parts of academic papers that enhance understanding while also 

identifying what they find difficult. 

(2) Concept maps, were another tool employed as they offered an insight into the 

conceptual associations that the students established having followed the process that was 

described by them during the introspection task. The maps offered insights into the 

specific academic concepts on which the students focused but were also indicative of the 

participants’ higher mental skills such as classifying and ranking arguments. The 
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students’ conceptual ability was evident when they produced a concept map at an initial 

stage that was later on enriched and fully developed based on the received training to 

reflect their final level of conceptual ability. If the students were not able to develop their 

maps further or enrich them this was equally indicative of their level of conceptual 

ability. The comparison between the two concept maps (initial and final) from a 

qualitative and a quantitative perspective contributed to assessing conceptual 

development. 

(3) Moreover, the oral presentations enabled the participants to verbalise the 

concepts that were schematically depicted on their concepts maps and demonstrate their 

ability to function at a mental level. This is because, through delivering a presentation on 

the topic of an article, the participants were asked to summarize, elaborate and structure a 

well organised oral product.  

(4) The final tools that contributed to measuring the participants’ conceptual 

ability were the task scores from a variety of online closed and open ended tasks on 

Moodle (see 3.5.6 for details). 

To conclude, to measure the development and progress of the participants as it 

was discussed in Ch. 2 from a SCT perspective, L2 development refers to the increasing 

ability to use the L2 for communicative as well as cognitive purposes. Therefore, the 

ability to shape and re-shape language as a meaning making tool, being able to go from 

object and other regulation to self-regulation (i.e., ultimately be able to use language 

without scaffolding mechanisms, mediation), and the comparison of the pre- and post – 

session performances were the issues that were taken into consideration to mark the 

students’ progress (section 2.2.1). In more detail, the pre- and post-introspection tasks 

were compared, the pre and post session concept maps were compared but also the 

students’ presentations on the 3 articles that they were asked to read during the pre- while 
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and post-sessions were compared. Thus, for this project, the ability to deliver a 

presentation successfully (success is operationalised as delivering key content, the six 

points outlined in 3.5.3) was of crucial importance to be able to address the research 

questions of the whole project. Other measures of development included the student work 

that was produced during the teaching cycle which was uploaded on the forum area. 

Moreover, at the end of each training section there was a questionnaire for feedback from 

the students with questions that asked them to reflect on their progress.  

 

3.9.3.2 RQ2: Measuring the value and affordances of a Moodle Pedagogic 

Unit 

The second research question focused on the value and affordances of a Moodle 

Pedagogic Unit for academic training first for enabling students to understand academic 

texts at a conceptual level and secondly for enabling them to effectively deliver an oral 

presentation. The value of the design of the unit for these two purposes was measured by 

using firstly data from the task scores that the participants received as indicators of 

successfully achieving the course goals. The performance of the students at the post –

sessions was also conducive to deciding on the value of the designed Pedagogic Unit 

apart in addition to previously mentioned measures. Apart from this, the participants’ 

views about the design were gathered by means of the online feedback questionnaires 

(see Appendix 12) that were received after each training session but also from the 

participants’ semi structured feedback interviews during the post-teaching sessions. These 

were compared to the screen-capture data that recorded visually and auditorily the 

participants’ reactions towards the unit itself. 

Importantly, the screen capture data were employed as a qualitative aspect to gain 

a better understanding of the other data. For instance, the problems or suggestions 
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mentioned by the students during the interviews were first checked at the relevant video 

excerpt for the specific student and then for all other students to see if this was a general 

trend. Then, a list of the problems / suggestions mentioned in the feedback questionnaires 

was also compared with the ones of the interviews and if there were any differences then 

the questionnaire items were also checked against the participants’ reactions with the 

screen-captures. In sum, the affordances of Moodle were measured through the students’ 

online feedback questionnaires (Moodle format), by examining screen-captures and the 

audio recordings but also from the feedback semi-structured interviews. 

 

3.9.3.3 RQ3: Measuring the value of the scaffolding mechanisms 

 

The third research question examined the value of the various scaffolding 

mechanisms in each task to support: a. The successful completion of the tasks and b. The 

increased participants’ ability to understand academic texts at a conceptual level in order 

to deliver an oral presentation for academic purposes. To answer this research question 

information was drawn from the audio recordings and screen captures of the students’ 

online activity, the students’ task scores and performance and the students’ interviews at 

the post-treatment session. More specifically, the screen-captures were analysed for the 

types of scaffolding that were consulted by the students, by which students and how 

many students, how many times was the scaffolding consulted during the completion of a 

task and for which specific task was the scaffolding used. Then, the task scores of the 

students who consulted the scaffolding features were compared to the task scores of the 

students who were observed to not have consulted the scaffolding features.  

When a decision was made that a specific scaffolding feature had contributed 

more to the successful completion of a task (based on task score / task completion) then 
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the relevant minutes from the audio recordings when the students were using the 

scaffolding were examined to check if the students’ comments were in line with our 

baselines to assess the successful scaffolding features. Then, the relevant coded sections 

from the student interviews were a specific scaffolding feature was mentioned were also 

examined to see if the student comments were still positive about the specific features 

(given that the interviews took place after the treatment stage).   

 

3.9.3.4 RQ4: Assessing the students views 

 

The last research question focused on exploring the participants’ opinions and 

attitudes towards: a. The Pedagogical Unit, b. The pedagogical environment, i.e., Moodle, 

c. The pedagogical tasks (i.e. reading tasks and oral presentation) and d. The scaffolding 

mechanisms. All the relevant information about the students’ views was gathered by 

various tools, including the semi-structured interview (Appendix 16), the task 

questionnaire (Appendix 13), the online feedback questionnaires (Appendix 12), the 

scaffolding questionnaire (Appendix 14), but also from the coding of the auditory data 

from the online activities that were screen captured (Appendix 22).  

Thus, to determine what the students’ opinions about the Pedagogic Unit were, the 

students’ opinions from the interviews were brought together with relevant comments 

from the online feedback questionnaires. When the opinions were checked then they were 

looked at against the audio recordings of online activity (which were colour coded in 

NVivo) to examine what the relevant opinions were and whether there were any 

inconsistencies or changes. The same procedure was followed to determine what the 

students’ opinions about the Moodle platform were. 
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Regarding the students’ opinions about the pedagogic tasks the students’ 

interview and feedback questionnaire data were compared first and then these were 

checked against the task questionnaire responses. Then, once the similarities and 

differences were identified between the three data sets these were tested against the audio 

recordings (if there was any relevant reference). The same procedure was followed in the 

case of examining the students’ opinions about the scaffolding mechanisms.  

The next chapter will present the results and findings of the project to provide an 

answer to the four research questions of the study. 

 

 

4. Results 

The present study focused on the creation and investigation of an online 

pedagogic unit and its accompanying scaffolding techniques and mechanisms to enhance 

the University students’ understanding at a conceptual level in an L2 academic context 

from a SCT perspective. This thesis addressed four research questions and this chapter 

presents the results while Chapter 5 is dedicated to the discussion of the results.  

 

4.1 Research question 1 

 

The first question explored how the Pedagogical Unit (implemented on Moodle) 

fostered understanding at a conceptual level by users of L2 English in an academic 

context. To assess the development and progress of the participants upon completion of 

the training from a SCT perspective (Ch. 2), L2 development refers to the ability to shape 

and re-shape language as a meaning making tool and being able to go from object and 
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other regulation to self-regulation (i.e., ultimately be able to use language without 

scaffolding mechanisms, mediation). Part of answering this question also reflects the way 

the researcher interprets “understanding at a conceptual level” (section 2.1.2). Therefore, 

it was crucial for the purposes of the study to focus on the students’ exploitation of 

opportunities to apply and adapt the acquired concepts to new situations accompanied by 

performing higher mental functions at increasing levels of self-regulation.  

A variety of data was collected to determine the conceptual understanding of the 

students before and after treatment by means of pre and post treatment measures 

including: 1. pre- and post-retrospection tasks (qualitative data), 2. Pre- and post-session 

concept maps (qualitative and quantitative data) and 3. Pre and post treatment student 

presentations on the three articles that they were asked to read during the pre- while and 

post treatment sessions (qualitative and quantitative data). 

 

4.1.1 Retrospection Tasks 

 

The retrospection tasks measured conceptual ability by focusing on the 

identification of specific themes. The students had to read an academic paper and then 

perform a retrospection task (Appendix 9 and Ch. 3) related to the information that 

participants consult when reading these types of documents, their reading strategies and 

use of concept formation (how they appear to link concepts and ideas mentally). As 

detailed in section 3.9.2.1.2, a coding scheme was developed along with the necessary 

indicators for the evaluation of the retrospection task. The coding scheme considered the 

elements of the retrospection task such as the process the participants went through to 

understand the academic paper, its main points, the paper elements that helped them 

understand the paper and the parts they found difficult to understand.  
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Table 4.1 below gives an overview of the popularity of specific reading strategies 

and procedures among students when analysing the recordings of the 13 participants 

during pre and post-treatment retrospection tasks. For a full list of the recorded strategies 

and procedures please consult Appendix 28. The presentation of the data from the pre- 

and post-treatment phases below enables a comparison and reveals the initial stage of the 

students’ level (whether students reported using any of the strategies when reading an 

academic article) and their progress at the post-treatment stage (which strategies were 

reported being used and were therefore enhanced, recognised and employed after 

receiving the training). The table also presents the number of students that have reported 

using specific strategies or processes at both stages and both are listed in order of 

popularity. Among the strategies, one specific reading process was reported by students 

and is mentioned in 9 (Top-down). The term “process” in general is treated here as 

referring to cognitive processes involved in reading. For a full account of the way 

strategies link to specific skills please consult Section 3.5.3 and Appendix 29 were it is 

clearly shown how the emerging strategies (3.9.2.1.2) were classified to specific levels 

according to the revised taxonomy. Our main focus and interest here is not on the 

frequency with which students employed a specific strategy, for instance, but on student 

evidence of awareness of specific strategies when approaching an academic article and 

how many of the participants could report or evidence strategy use. 
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Table 4.1: Popularity of reading strategies and processes among students 

Conceptual 

development 

Pre-treatment Post-treatment 

Level Strategies and processes Number 

of users 

Strategies and processes Number 

of users 

Intermediate 1. Identifying topic 

sentences 

13 1. Identifying topic 

sentences 

13 

Lower 2. Predicting 

reading content 

12 2. Predicting 

reading content 

13 

Intermediate 3. Identifying the 

organisation of 

arguments 

11 3. Identifying the 

organisation of 

arguments 

12 

Lower 4.  Scanning 7 4. Scanning 12 

Intermediate 5. Guessing 

unknown 

vocabulary from 

the context 

6 5. Guessing 

unknown 

vocabulary from 

the context 

11 

Lower  6. Recognising 

terminology 

5 6. Recognising 

terminology 

12 

Lower 7. Establishing a 

purpose for 

reading 

8 7. Establishing a 

purpose for 

reading 

12 

Higher 8. Reading the 

article abstract 

6 8. Reading the 

article abstract 

12 

Lower 9. Top down 

reading process 

5 9. Top down 

reading process 

11 

Higher 10. Summarising 

information from 

each paragraph 

7 10. Summarising 

information from 

each paragraph 

11 

Intermediate 11. Consulting bullet 

points, 

numbering, lists, 

etc. 

7 11. Consulting bullet 

points, 

numbering, lists, 

etc. 

12 

Lower 12. Skimming 7 12. Skimming 12 

Intermediate 13. Locating 

example 

discourse 

markers (such as 

i.e., etc.) 

6 13. Locating 

example 

discourse 

markers (such as 

i.e., etc.) 

12 

Higher 14. Locating 

comparison 

discourse 

markers (i.e. 

similarly, etc.) 

6 14. Locating 

comparison 

discourse 

markers (i.e. 

similarly, etc.) 

11 

Intermediate 15. Identifying ideas 

and concepts 

6 15. Identifying ideas 

and concepts 

11 

Higher 16. Chart 

interpretation 

6 16. Chart 

interpretation 

12 

Lower 17. Dictionary use 6 17. Dictionary use 13 

 

The data above revealed that regarding conceptual understanding during the pre-

treatment, the students reported activities that indicated an intermediate level of 
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conceptual understanding. More specifically, 6 students indicated that they seek to 

“understand the definitions of key concepts” (No. 15) of an academic article when 

reading it, a skill that is key to ensure understanding at a conceptual level. However, 

regarding skills that require creation or evaluation of information at a higher conceptual 

level only a small number of students responded to this challenge. Only 6 of the students 

were able to make assumptions about the article’s content by reading the abstract (No. 8), 

identify the use of evidence (No. 14 - 6 students) or work at a creation level and 

summarise information from various article sections (No. 10 - 7 students).  

However, at the post-treatment stage (Table 4.1), students appear to have 

improved in their use of strategies compared to their pre-treatment phase even though 

some students still reported activities that indicated a low level of conceptual 

development. It appears that 11 students focused on identifying ideas and concepts (No. 

15), 12 of the students made assumptions about article content, 11 students focused on 

locating evidence in the text (No. 14) and 11 students resolved to summarising 

information from various article sections to develop understanding successfully (No. 10). 

These numbers include students from the pre-treatment phase plus new students who used 

the strategies for a first time at the post-treatment phase only. Strategy use improvement 

was demonstrated when students were successful at realising that they used a specific 

strategy when doing the retrospection task. This was evidence of the students’ awareness 

of specific strategies when processing and reading an academic article (especially if 

students mentioned them at a post-treatment stage but they were not aware of these 

strategies at a pre-treatment phase, and this was regarded as improvement). 

It should be mentioned at this stage that new, additional strategies were preferred 

by the students, since having received relevant training they began to focus on different 

or additional parts of academic articles and employed additional reading strategies that 
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they did not employ at a pre-treatment phase. Table 4. 2 below includes newly introduced 

strategies that the students reported on using at the post treatment phase and these were 

not at all reported at the pre-treatment phase. Therefore, the range of strategies that was 

favoured by the students during the pre-treatment stage resulted in more frequent use of 

specific strategies or even at enriching the previous range. 

 

Table 4.2: Popularity of newly introduced reading strategies and procedures among students at a 

post-treatment stage 

Conceptual 

development 

Post-treatment 

Level Strategies Number of users 

Higher 1. Identifying the article type (i.e. if it develops 

around the explanation of a definition) 

12 

Higher 2. Identifying the paper’s topic and relating to 

their purpose for reading 

12 

Intermediate 3. Consulting the introduction 11 

Higher 4. Consulting the literature review 10 

Intermediate 5. Reading the summary sentences of each 

paragraph 

10 

Higher 6. Attention to discourse markers: cause and 

effect 

8  

 

The data above revealed that, regarding conceptual understanding at this stage, the 

students reported using strategies that indicated a higher level of conceptual 

understanding. More specifically, 12 students indicated that they sought to “identify the 

type” of an academic article, a skill that is considered essential to ensure understanding at 

a conceptual level (according to the classification of strategies in 3.9.2.1.1). However, for 

the skills that require creation or evaluation of information and which are at a higher 

conceptual level (3.9.2.1.1) a very good number of students was able to report using 

specific strategies. In more detail, 11 students related the article’s content to their reading 

purposes at the post treatment stage and employed a new strategy, consulted the literature 

review (9 of the students) or worked at a creation level and drew conclusions from 

various article sections such as from summary sentences (9 students). All the previously 
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mentioned strategies were reported by the students for the first time at the post-treatment 

phase. 

From the analysis of the recorded student retrospection data, various patterns that 

described the students’ combination of preferred reading steps, strategies and preferences 

were reported. The two most frequently encountered reading patterns that emerged are 

presented in Table 4.3 below in the step order in which the majority of the students (12 

out of 13 students) reported using them. The patterns generally demonstrate the order in 

which the students reported using specific strategies and processes (top-down) when 

reading and processing an academic article. At the pre-treatment phase students reported 

various strategies which, when closely examined, could be classified into and reflect two 

general reading patterns. At the pre-treatment stage most students were quite familiar 

with a number of reading strategies and processes (as defined previously), with the 

general academic article structure and the commonly used discourse markers. However, 

specific learner strategies such as being able to identify article type (i.e. state of the art, 

etc.), extracting information from paragraph structure (i.e. finding the main topic of a 

paragraph in the topic sentence) or identifying the main article ideas were strategies not 

widely used and therefore not included in the reading processes below: 

Table 4.3: Identified patterns of student reading processes at a Pre-treatment stage 

 

Table 4.3 indicates that regarding the students’ understanding at a conceptual 

level at the pre-treatment stage the students in their majority followed reading processes 

which indicated their conceptual level to be at the first three lower levels (Understanding, 
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Reasoning and Creating). By following reading processes which emphasised text 

comprehension and element identification and not for instance article evaluation, the 

students did not exhibit higher mental functions that would reveal an evaluative or 

creative interplay with the article information. 

From the analysis of the post-treatment set of retrospection data however, three 

general reading patterns emerged (similar to the pre-treatment ones in Table 4.1) and are 

presented in Table 4.4 in the order in which the majority of the students reported using 

them. At this stage most students experimented further with reading patterns which 

comprised of strategies they were already familiar with, they introduced new strategies 

too and reported on creating combinations that worked for them. They also introduced 

new specific skills that were not employed during the pre-session such as identifying 

article type, extracting information from paragraph structure or identifying main ideas 

(Appendix 28). As a result the steps of the patterns, which follow exactly the same format 

as those at the pre-treatment stage, have now increased from six (at the pre-treatment 

phase) to 13. It is also worth noting that the students’ reading patterns in Table 4.4 

increase in terms of the complexity of strategy use preference from reading pattern 1 to 

reading pattern 3. Thus, at the post-treatment phase, these three reading patterns reflect 

the three general sequences of reading strategies that the students reported using with 

Reading pattern 1 reflecting the preferences of students at a lower conceptual level and 

Reading pattern 2 at a higher conceptual level:  

Table 4.4: Identified patterns of student reading processes at a Post-treatment stage 

Lower Intermediate Higher 

Reading pattern 1 (1 user) Reading pattern 2 (2 users) Reading pattern 3 (10 users) 

1. Reading process: 

top down 

1. Reading process: top 

down 

1. Reading process: top 

down 

2. Connect with what 

students know 

already 

2. Connect co-textual 

elements 

2. Activate prior knowledge 

3. Connect co-textual 

elements 

 

3. Predict reading 

content 

3. Connect contextual 

elements 
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4. Predict reading 

content 

4. Identify the 

organisation of 

arguments 

4. Identify the organisation 

of arguments 

5. Identify a purpose 

for reading 

5. Consulting the 

abstract 

5. Identify a purpose for 

reading 

6. Identify the article 

type 

6. Reading the 

introduction 

6. Identify the article type 

7. Reading the article 

abstract 

7. Reading the literature 

review 

7. Discover a sequence 

8. Consult tables. 

Charts, graphs 

8. Consult tables. 

Charts, graphs 

8. Consulting the abstract 

9. Consult topic 

sentences 

9. Consult topic 

sentences 

9. Consult topic sentences 

10. Consult summary 

sentences 

10. Consult summary 

sentences 

10. Consult summary 

sentences 

11. Look for examples 11. Look for examples 11. Identify papers to read 

for own purpose 

12. Identify papers to 

read for own 

purpose 

12. Identify papers to 

read for own purpose 

12. Become more aware of 

dictionary use 

13. Become more 

aware of 

dictionary use 

13. Become more aware 

of dictionary use 

13. Consulting glossary 

terms 

 

The data of the above table indicate that regarding the students’ understanding at a 

conceptual level the students in their majority followed reading patterns which indicated 

their conceptual level to cover all the five levels of conceptual understanding (3.9.2.1.1). 

By following reading patterns such as 3 which emphasised text comprehension, element 

identification and article evaluation, the students exhibited higher mental functions which 

involve an evaluative or creative interplay with article information. All reading patterns at 

the post-treatment phase where enriched by additional strategies however the complexity 

of each strategy revealed each student’s level. Those students who selected Reading 

patterns 1 & 2 resulted in the use of strategies that did not exhibit awareness of strategies 

of a higher conceptual level such as those at Reading pattern 3.  
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4.1.2 Concept maps 

  

Right after the retrospection task (Section 3.6.1.1.) the students were encouraged 

to read an academic article on the topic of “Feedback” and based on their understanding 

of the article to create a concept map. The analysis of the concept maps involved a 

combination of quantitative assessment based on a criterion map (Appendix 25) along 

with a qualitative evaluation of the concept maps based on Kinchin’s (2000) scheme. This 

evaluation and the accompanying coding scheme was selected to receive both 

quantitative and qualitative results about the students’ conceptual ability and 

development.  

The process that was followed during the pre-treatment was also followed at the 

post-treatment phase where the students were encouraged to create a mind map based on 

their understanding of the third article that was given to them on the topic of 

“Motivation” (Appendix 1).  

 

4.1.2.1 Student scores per map against the expert one 

The expert’s map on the pre-treatment article received a score of 121 with a total 

of 55 identified relationships, a score of 35 for the level of hierarchies, 30 for the number 

of crosslinks and 1 mark for the number of examples provided. The students’ scores were 

compared with the expert’s map score to reveal their level of similarity with the expert 

map and are presented in Table 4.5 below. Table 4.5 also presents how the pre-treatment 

student scores compare with their post-treatment concept map scores. Concerning the 

post-treatment stage, Table 4.5 shows that the expert’s map on the article of “Motivation” 

received a score of 285 with a total of 30 identified concepts, a score of 30 for the level of 
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hierarchies, 224 for the number of crosslinks and 1 mark for the number of examples 

provided. 

Table 4.5: Pre and post-treatment concept map (CM) scores (Student and Expert scores) 

 Pre-treatment concept maps Post-treatment concept maps 

Student Raw CM 

score 

Similarity with 

expert map (%) 

Raw CM 

score 

Similarity with 

expert map (%) 

S1 80 66.1% 70 90.9% 

S2 101 83.4% 71 92.2% 

S3 90 74.3% 70 90.9% 

S4 58 47.9% 71 92.2% 

S5 60 49.6% 54 70.1% 

S6 92 76% 69 89.6% 

S7 62 51.2% 60 77.9% 

S8 78 64.4% 68 88.3% 

S9 89 73.5% 70 90.9% 

S10 44 36.3% 60 77.9% 

S11 33 27.2% 53 68.8% 

S12 81 66.9% 71 92.2% 

S13 65 53.7% 47 61.0% 

Average 71.7 58.6% 64.1 83.3% 

Expert map score 121 100% 77 100% 

 

The levels of similarity that the students achieved at the pre-treatment stage when 

their maps were compared to those of experts, revealed the students’ level of conceptual 

ability. For example, a students’ map with a score of 53.7% of similarity means that the 

student did not manage to identify the required number of concepts (according to the 

expert’s map) to create nodes neither the number of levels that their concept map should 

have against the criterion map or the associations between different concepts and map 

levels. This is an indication that the student can extract relevant information 

(understanding) or distinguish key ideas (reasoning) however they cannot identify the 

connections between the various concepts (evaluating) as the map did not capture that. 

The low raw scores in Table 4.5 are at this level mainly because of the number of 

concepts that students used in their maps. An example of a map at this stage and how the 

number of concepts and the raw scores were calculated can be found in Appendix 11. The 

average similarity student score at a pre-treatment stage was 58.6% and once more the 
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indications about the students’ conceptual ability centred at the lower levels of 

comprehension and analysis.  

At a post-treatment stage, the students’ raw concept map scores have increased in 

similarity with the expert’s map and this is because the maps were more enriched after 

the treatment phase. The average similarity score that the students got at a post-treatment 

stage was 83.30% and the indications about the students’ conceptual ability at this stage 

centred around the higher levels of understanding and reasoning (3.9.2.1.1). Student 12 

whose post-treatment raw concept map score was 71 and was lower than the pre-

treatment concept map has now created a map that is 92.2% similar to the relevant expert 

map (compared to the pre-concept map which was only 68.9% similar to the relevant 

expert map). This suggests that the student’s map represented the same main and 

important concepts and the student was successful at identifying the various levels of 

hierarchy and at establishing links between concepts (cross-links). This can therefore 

translate into an ability to demonstrate high levels of comprehension since the student is 

able to evaluate the importance of terms, add them and synthesize a map that depicts the 

complex relationships between concepts. An example of a student post-concept map and 

an expert map can be found in Appendix 30. 

 

4.1.2.2 Patterns of student concept map structure against the expert one 

 

The next stage of the analysis of the produced student concept maps was their 

classification into general patterns that could represent the maps’ structure. The types of 

maps used for qualitative classification purposes where adapted by Kinchin et. Al 

(Appendix 18 & Appendix 24) and distinguished between unconnected maps, linear, 

once-centred, several centred and spaghetti (Pearson and Somekh, 2001, Appendix 18). 
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In Table 4.6 below, a concept map with several centres was the most commonly 

occurring map at a pre-treatment stage, with a single centred map coming second, as 

spaghetti maps were relatively rare (1). Moreover, a spaghetti concept map was the most 

commonly occurring map at a post-teaching stage (11), with several centred maps coming 

second. This reveals that the students could create complex maps that reflected the 

relationship between terms and that consisted of various levels after receiving the 

training. Each student created one map for the pre-treatment and post-treatment stage and 

the number of maps below are based on the number of students who used/created a 

specific type of map. 

Table 4.6: Types of concept maps 

 Pre-treatment 

concept maps 

Post-treatment 

concept maps 

Types of concept maps Number of maps Number of maps 

One centred 3 0 

Several centres 5 2 

Linear 0 0 

Spaghetti 1 11 

Total 9 100 

Not a concept map 4 0 

Total 13 13 

 

The findings above at a pre-treatment stage indicate that the maps in their 

majority (9) contained concepts and organised information around the concept nodes. 

However, no further associations were made between nodes or sub-nodes that could 

indicate the ability of the students to synthesize information at a conceptual level after 

critically evaluating it. This is a skill that students would be expected to demonstrate if 

their concept maps were of a linear or of the spaghetti type. Therefore, at this stage the 

conceptual ability of only 1 of the students can critically evaluate the content of their 

concept maps and establish connections between concepts and nodes by creating linear 

concept maps. An example of a low conceptual level student map that indicates how the 

concept map was generally classified can be shown in Appendix 31.  
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Finally, quantitative analyses of the 26 maps (i.e. 13 pre-treatment session and 13 

post-session maps) were conducted to assess changes in student conceptual understanding 

over the course of the training.  

Table 4.7: Pre-session and post-session concept map scores for three different Quantitative Factors 

 

Quantitative markers included pre-session and post-session counts of (a) the 

number of concepts represented, (b) the number of cross links specified and (c) the 

number of hierarchical levels represented. One-tailed correlated groups to tests were 

calculated to identify which of these markers indicated change. The analyses revealed a 

statistically significant increase, p<.01, in the number of concepts students generated. An 

increase in the total number of cross-links and map levels was also found p<.05.  The 

qualitative analyses of the pre and post-treatment groups’ maps are described in the 

following section. 

 

4.1.2.3 Qualitative analysis 

 

This section presents the qualitative analysis of the concept maps, starting with 

the various types of maps that were identified in the study. Table 4.8 presents the types of 

pre-treatment concept maps and the raw number of students that created a similar type of 

concept map: 
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Table 4.8: Types of student concept maps as classified by the coders 

 Pre-concept maps Post – concept maps 

Types of concept maps Number of students Number of students 

1. Spokes: 8 (total*) 2 (total*) 

a. One-centred 3 0 

b. Several centred 5 2 

2. Chains / Linear 0 0 

3. Networks 4 5 

a. Spaghetti 1 6 

Total student number 13 13 
*: There were two types of spokes (i.e. one and several centred) and the indication total refers to the total number of students who 

created spoke type maps 

As Reese (2002) mentions, whenever a connection is established between 

disparate branches, a cross-link is constructed. Thus, this ability to construct cross-links 

and to make relational connections between strands reveals a primary distinction between 

high and low achievers. Based on this distinction, Reese’s patterns of high and low 

achievers were compared against the structure of the concept maps that were constructed 

by the students (Appendix 24). The figures (i.e. concept map structures) in the Appendix 

illustrate maps that were created according to the treatment high and low achiever 

subscore-to-node ratios. The map of a higher achiever should be demonstrating greater 

integration than the lower achiever map. Table 4.9 indicates the number of students and 

the concept map patterns in Appendix 24 that best represent their concept map 

performance so far. 

Table 4.9: Student concept maps and the matching specific patterns of concept map structure 

 

The qualitative analysis of the pre-concept maps yielded further evidence that the 

students’ level of conceptual ability was not of the highest level since the students did not 

demonstrate skills of evaluating or planning before the creation of their concept maps to 
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predict their final outcome. An example of such a map which replicates the format of 

Figure 4 (in Appendix 24) and the basic one-centred version of a concept map is the 

following (Figure 4.1): 

Figure 4.1: One centred student concept map example 
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4.1.3 Presentations 

 

Further to all the previous data, the oral presentations enabled the participants to 

verbalise the concepts that were schematically depicted on their concepts maps and 

demonstrate their ability to function at a mental level (3.6.1.3). By delivering a 

presentation on an academic article topic, the participants were required to summarize, 

elaborate and structure a well organised academic oral output.  

The presentations were audio-recorded and were also quantitatively and 

qualitatively analysed. The quantitative evaluation relied on the scores that were awarded 

to each presentation by filling in an evaluation form (Appendix 26). The evaluation form 

focused on 12 aspects relating to Content and Language. The qualitative analysis focused 

on the examination of the transcribed data based on a coding scheme (Appendix 27). The 

scheme was developed around four main areas: content, delivery, format/structure and 

preparation. 

The students’ pre and post-treatment oral outputs were indicative of their level of 

conceptual understanding as explained in 3.9.3.1. This section will present information 

about the following areas in more detail: i. a table with an overview of the popularity of 

specific terms in the students’ presentations, ii. a table with the patterns of students’ 

presentation structure and iii. a table with the areas that the students were successful at 

during their presentations and those which required further improvement.  

 

4.1.3.1 Thematic evaluation of presentations 

 

Table 4.10 below gives an overview of the frequency of specific qualitative 

analysis aspects that emerged when analysing the recordings of 13 students. The term 
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frequency refers to which specific theme was addressed the most by the students in their 

presentations. At the pre-treatment stage, the theme of Coverage and relevance was quite 

frequent when students delivered their presentations, since they managed to focus on the 

topic, and identify the major areas which needed to be addressed. However, 2 out of 13 

failed to address a wide enough range of issues and implications which indicates that 

further training was required for students to identify key points. Moreover, the frequency 

of A2 (Analysis) and A3 (Supporting evidence) which correspond to critical elements of 

conceptual ability were quite low. 

 

Table 4.10: Popularity of specific themes during pre and post presentations 

 

At post-treatment, the frequency of the aspect of Coverage and relevance was 

improved when the students delivered their presentations, since they managed to focus on 

the topic, and identify the major areas which needed to be addressed. This means that 

more students were able this time to create and deliver a complete presentation that 

covered all points. Furthermore, A2 (Analysis) and A3 (Supporting evidence), were 

improved at a post-treatment stage. 

In general, Table 4.11 illustrates the number of students who achieved a first at 

the various aspects of oral presentation assessment for their pre and post- treatment 

performance. 
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Table 4.11: Number of students who achieved a first at the various oral presentation assessment 

aspects – Pre and post treatment 

Aspects Pre-

treatment 

presentations 

Post-

treatment 

presentations 

Coverage 1 9 

Analysis - 8 

Supporting 

evidence 
1 8 

Voice 2 8 

Format / Structure 1 6 

Preparation - 9 

 

For reasons of space a table that presents the level that each student (S) managed 

to achieve after delivering their presentation for each specific category at a pre-treatment 

stage can be found in Appendix 32. There are six levels in total including First, Upper 

2
nd

, Lower 2
nd

, Third, Ordinary and Fail. A table that presents the level that each student 

(S) managed to achieve after delivering their presentation for each specific category at a 

post-treatment stage can be found at the Appendix 33 and the types of competence 

against which the students were evaluated are the same as those used for the pre-

treatment presentations. 

By analysing the interview data, two general patterns of presentation structure 

emerged at both pre and post treatment stages and are presented below. Some of the 

students were already familiar with the delivery of presentations and followed a generally 

acceptable pattern and others experimented with their options. The Pattern of presentation 

structure 2 (Table 4.12) corresponded to 7 of the students’ presentation structure. They 

adopted a basic organisation though, and the explanation of related links (d) below was 

not a fully developed section. This reflects the students’ low conceptual ability at this 

stage (as they were not able to establish/describe connections between concepts). 
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Table 4.12: Patterns of presentation structure at a pre and post treatment stage 

 

From the analysis of the interview data, it appeared that the students were guided 

through the various steps of presentation preparation during the three-day training, 

incorporated feedback and suggestions from the previous two presentations and followed 

a much more improved and acceptable presentation pattern. The post-treatment 

presentations show that the students adopted an improved presentation organisation and 

the analysis of related links is an issue that reflects the students’ higher conceptual ability 

at the moment (as they are able to establish/describe connections between concepts, bring 

examples and critically analyse and synthesise a presentation that reveals their personal 

comprehension of the article’s content and concepts). 

Further to the previous qualitative analysis, the pre and post-presentation scores 

for each student based on the evaluation forms (Appendix 26) were also analysed. Table 

4.13 offers information about the average score of the students out of max. 12 points. 
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Table 4.13: Pre and post-treatment student oral presentations (figures represent raw scores)  

 

Moreover, the data presented below indicate the students’ areas of success and 

those areas requiring further improvement. The areas indicate the number of students 

whose presentations were successful or not for each specific area. For instance, in 1.a 

there were 8 students out of 13 whose presentation was on topic. The data in Table 4.14 

refer to the areas that have arisen during the pre-treatment presentations: 

Table 4.14: Pre-treatment oral presentations – Areas of success and areas of further improvement  

Areas of success Number of students 

(out of 13) 

Areas requiring further 

improvement  

Number of 

students (out of 13) 

1*.a Focus on topic 8 1.a Focus on topic 5 

1.b Clarity in 

presenting the main 

idea 

6 1.b Clarity in presenting 

the main idea 

7 

1.c. Adequate 

details / examples 

9 1.c. Adequate details / 

examples 

4 

1.d. Ideas directly 

related to the topic 

7 1.d. Ideas directly related 

to the topic 

6 

1.e Logical structure 10 1.e Logical structure 3 

1.f  Smooth 

presentation flow 

7 1.f  Smooth presentation 

flow 

6 

1.g.Evoking interest 8 1.g.Evoking interest 5 

1.h  Effective 

conclusion 

8 1.h  Effective conclusion 5 

1.i Effective 

summary of main 

ideas 

5 1.i Effective summary of 

main ideas 

8 

1.j Critical 

comparison of ideas 

2 1.j Critical comparison of 

ideas 

11 

2.aEffective use of 

language 

9 2.aEffective use of 

language 

4 

2.b Appropriate 

terminology 

7 2.b Appropriate 

terminology 

6 

*Numbers 1 and 2 refer to areas of evaluation in the oral presentation evaluation form (Appendix 26), 1 standing for content and 2 

standing for language. 
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At this stage the students were capable of delivering a quite satisfactory academic 

presentation however for the critical comparison and contrast of ideas the oral 

presentations indicated that students required additional practice. This issue revealed 

information about the students’ conceptual ability which at this stage did not show 

evidence of selecting the main ideas and critically presenting a summary and evaluation. 

Therefore, the level of the students’ conceptual ability was limited to the first three levels 

that were outlined earlier.  

At a post-treatment stage, the students delivered an oral presentation on the topic 

of (“Motivation”) which was a new article and they had not worked on it during the 

training. They could deliver their presentations by consulting their concept maps only 

during the presentation in case they needed extra support (3.5.7). The format of the oral 

presentations was similar to the pre-sessions and the presentations were once more audio-

recorded and were quantitatively and qualitatively analysed.  

 

Table 4.15: Post-treatment oral presentations – Areas of success and areas of further improvement 

Areas of 

success 

Number of students 

(out of 13) 

Areas requiring further 

improvement  

Number of students 

(out of 13) 

1.a Focus on 

topic 

13 1.a Focus on topic 0 

1.b Clarity in 

presenting the 

main idea 

10 1.b Clarity in presenting the 

main idea 

3 

1.c. Adequate 

details / 

examples 

12 1.c. Adequate details / 

examples 

1 

1.d. Ideas 

directly related 

to the topic 

12 1.d. Ideas directly related to 

the topic 

1 

1.e Logical 

structure 

12 1.e Logical structure 1 

1.f  Smooth 

presentation 

flow 

11 1.f  Smooth presentation 

flow 

2 

1.g.Evoking 

interest 

10 1.g.Evoking interest 3 

1.h  Effective 

conclusion 

10 1.h  Effective conclusion 3 

1.i Effective 

summary of 

main ideas 

9 1.i Effective summary of 

main ideas 

4 
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1.j Critical 

comparison of 

ideas 

10 1.j Critical comparison of 

ideas 

3 

2.a Effective 

use of 

language 

12 2.aEffective use of language 1 

2.b  

Appropriate 

terminology 

10 2.b Appropriate terminology 3 

 

After the training and since the students already had the opportunity to deliver two 

oral presentations, they were now capable of submitting a satisfactory academic 

presentation. However still, for the critical comparison and contrast of ideas the oral 

presentations indicated that three students required additional practice and their 

conceptual ability was not remarkably improved (Table 4.15). This skill is one that 

requires further support and practice to develop and it is understandable that some of the 

students would require further support sessions on this. It might also be the case that 

students found the topic of the last article on Motivation more clear and straightforward 

or that the students got used to the task demands. Information about the students’ 

conceptual ability which improved for a number of students. as it can be seen above, was 

also revealed and especially when compared to previous oral presentations (10 students 

out of 13 have achieved to incorporate an element of critical evaluation of the article’s 

main concepts). 
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4.2 Research Question 2 

 

Based on the quantitative and qualitative data obtained, this part of the chapter 

will address the second research question which is the following: How have the Moodle 

Pedagogic Unit’s affordances for academic training (comprising of academic reading 

tasks and speaking advice) enabled participants to: (a) Understand academic texts at a 

conceptual level and (b) Effectively deliver an oral presentation. 

When referring to the value and affordances of a Moodle Pedagogic Unit (i.e. 

online course) it should be mentioned that this can be understood as the value of the 

training course in terms of enabling students to successfully achieve their course goals. 

The second interpretation of this would refer to the affordances of Moodle as an online 

learning environment (i.e. platform) and the opportunities this offers in terms of creating 

an academic training course. It should therefore be mentioned that the focus of this 

section is on how the Moodle Pedagogic Unit has supported the conceptual development 

that was observed and analysed in section 4.1 and which specific training tasks of the 

designed Pedagogic Unit have contributed the most towards this. 

A variety of data was collected to determine the value and affordances of the 

Moodle Pedagogic Unit to foster academic development during the students’ treatment 

training by means of various measures: i. Online task scores from the treatment sessions 

(quantitative and qualitative data) and ii. Screen-captures and audio recordings of the 

treatment sessions (qualitative data).  

The affordances of Moodle as an online environment (i.e. platform) for training 

were initially assessed by the researcher after i) employing a checklist of characteristics 

(4.2.1) and ii) by consulting screen captures in order to verify the frequency with which 

specific Moodle environment features were used by the students. The rest of this section 



211 

 

 

 

will focus on a) how the Moodle unit (i.e. online course) provided support and enabled 

the participants to understand texts at a conceptual level (4.2.2) and b) how the Moodle 

unit provided support and enabled participants to deliver an oral presentation effectively 

(4.2.3). The students’ views on the value of various types of EAP tasks that were 

designed for the unit and on the value of the Moodle unit in general will be presented as 

part of the RQ4 results section. The students’ views on the affordances of Moodle as an 

online environment will be presented in the RQ4 results section. 

 

4.2.1 The affordances of Moodle as an online environment for 

training – a checklist evaluation 

 

To evaluate the affordances of Moodle as an online learning environment, a 

checklist was employed by the researcher during the analysis of the screen-capture 

content (3.9.2.1.3). The main areas covered by the checklist included features of the 

system’s structure to examine whether it provides a knowledge-centred, community and 

assessment based environment for learning. The following three aspects have been 

analysed and the results regarding the key dimensions of Moodle as an online learning 

environment are presented below. 

 

a. Possible Features of a Knowledge-centered, Online Learning Environment 

 

1. Digital content-area, curriculum or resources focused around specific issues or 

themes that is up-to-date, authentic, accessible and generative 
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Moodle can host a variety of digital content and resources to support learning. For the 

specific course Moodle hosted links to websites, the upload of pdf and word documents, 

embedded Hot-potato exercises (exercises created by using a web-authoring software) 

and it also supported a large variety of task types (Appendix 4). 

 

2. Electronic networking forums to support knowledge sharing (e.g., links to 

additional resources; student work) 

 

The platform offered a variety of networking forums to support the sharing of 

knowledge among students. This included links to further resources such as external 

websites to provide additional information about concept-mapping and links to models 

(i.e. examples) of diagrams and concept maps that the students were required to produce 

during the training. The purpose was to enable learners to consult a guide and orient their 

actions before they worked at a material level. It was found from the observations of the 

screen-captures and the overall students’ scores that the students who had made use of the 

networking forums during task completion and followed the instructions (10 in total) 

managed to complete their tasks without mistakes (6 students) or at least with a higher 

score (4 students) than that of the students who had not consulted the relevant support 

offered by the Pedagogic Unit (3 students). 

 

3. Interactive survey instruments encourage reflection on workplace practices 

 

The Moodle platform affordances which encouraged students to reflect on discussion 

topics during the course but also on the course itself included polls, quizzes and survey-

type questions for feedback and for expressing personal opinions. The purpose of the 
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polls was to raise student awareness about academic reading and speaking and the correct 

student responses (8 in total) were associated with higher scores in all the post-treatment 

tasks that they had to perform. Moreover, the students who tended to provide more 

detailed and lengthy feedback to the feedback questionnaires after each training session 

(6 students in total) would spend more time on completing their online tasks during the 

training. Their average time on tasks was found to be 2-3 minutes longer compared to the 

average time that the other students would spend on the same tasks. Consequently, the 

online task scores of these 6 students were higher as they would finish without making 

mistakes. These 6 students would also create more detailed concept maps and oral 

presentations at the post-treatment stage that received a higher score than that of the 

students who were observed not to engage in reflective activities for the same period of 

time.  

 

b. Possible Features of a Community-centered, Online Learning Environment  

 

1. Workshop environments that assist communication online 

 

Moodle offers an online workshop environment which helps to establish an online 

community during the training. The students are initially invited to submit their work, 

then the tutor can choose to randomly assign student work to other students for peer-

assessment or to select the students that will review a specific piece of work. In the audio-

recordings, 10 out of 13 students commented on the usefulness of this feature of the 

environment for enabling them to communicate with others and check their work. From 

these 10 students, 8 performed better at the post-treatment concept maps by incorporating 
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the feedback they had received compared to the three students who had not commented 

on the usefulness of this Moodle feature.  

 

2. Synchronous mechanisms (e.g., via “chat” rooms, multi-user virtual environments 

or asynchronous e-mail, bulletin boards, threaded discussion forums)  

 

Apart from the previously mentioned workshop area which is a form of synchronous 

communication (since the students fill-out online feedback forms in class and check their 

feedback straight afterwards), Moodle also enables students to use a chat space if they 

deem it necessary. In the present study and as the students were working on specific tasks 

within a computer lab environment, the use of a chat space was not necessary and the 

students should focus on exploiting the available online scaffolding features instead of 

asking for help. 

 

3. Asynchronous mechanisms (e.g., e-mail, bulletin boards, etc.) that allow anytime-

anywhere communication and archiving of discussions to assist the development 

of a group understanding over time 

 

From this perspective, the Moodle platform (not the course itself) offers the 

opportunity to provide students with a record of activities over the training period. The 

relevant features that were found to offer this type of support included: forum 

discussions, an email notification system which informs students of relevant action online 

or responses to their comments in the forum area and records of task score performance 

for each online completed task and the automated feedback that was received. The 

asynchronous mechanisms were largely successful with students because all have 
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reported using them and they mentioned they preferred them as they allowed them to 

respond back in their own time. All the students who were involved in these activities 

managed to improve their post-treatment concept map and oral presentation scores when 

compared to their pre-treatment ones (4.1).  

 

c. Possible Features of an Assessment-centered, Online Learning Environment 

 

1. Tools for or tools that encourage self-assessment, reflection, metacognition, 

feedback such as pop-ups or text boxes to write selected information (e.g., 

electronic feedback forms, etc.)  

 

For establishing a Pedagogic Unit that can foster the students’ self-assessment and 

reflection, Moodle offered students the opportunity to receive peer-feedback in the forum 

areas but also feedback comments on their fellow students’ work and reflect on their 

progress. The students who would spend an average of 1-2 minutes more on consulting 

feedback (4 students) or on providing more detailed comments (3 students) would have 

slightly higher scores at the post-treatment concept maps and presentations. Another 

opportunity for reflection on individual work and progress occurred during the workshop 

tasks when the students could receive comments on an online assessment form from 

another student. In this case, the three students that provided feedback within just one 

minute and which was not detailed (i.e. less than a sentence) had an average online task 

score lower than that of other students and this was also reflected on their post-treatment 

concept-maps and oral presentations. Similarly, Moodle also offered students the 

opportunity to access their scores on a portfolio which allowed them to reflect on their 

progress daily. The portfolio also allowed students to consult their individual responses to 
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specific questions and relevant feedback. The students that would consult this daily (i.e. 

when they participated in the training sessions) were 11 in total and fell under two 

groups: a) 9 of them had quite high online task scores and their overall post-treatment 

performance was higher compared to the other 2 and b) 2 of these 11 students were 

among the three students whose post-treatment performance was lower compared to the 

performance of the 9 students. Regarding the overall course experience Moodle enables 

students to reflect on the whole learning experience and provide course feedback by 

employing online survey questions.  

 

2. Tools for or tools that encourage peer exchange, constructive critique, networking, 

such as collaborative design tools (e.g., shared online spaces for posting and 

editing group work, etc.)  

 

Although Moodle offers a wiki area for the collaborative creation of group projects, 

this feature was not used in the present case study as emphasis was on the students’ 

individual completion of the online training tasks and their use of the various scaffolding 

mechanisms. For peer exchange and feedback, the Forum area of the course was used as 

an extra tool that enabled students to offer individual feedback to each other and reflect 

on their own work. However, the high achievers at the post-treatment stage would be the 

students that would prefer to use the workshop area for feedback (8 students in total 

expressed this view) and only 2 students who mentioned that they preferred the forum 

were among the high post-treatment achievers.  
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4.2.2 Moodle Unit support towards enabling participants to 

understand texts at a conceptual level 

 

The tools that contributed to measuring the participants’ conceptual ability 

throughout the three day training but also the value of the training Moodle unit comprised 

of a variety of online closed and open ended tasks on Moodle (3.5.3). This section will 

report on the Moodle tasks that enabled students to understand texts conceptually by 

referring to the task scores as being indicative of the students’ gradual progress and of the 

unit’s success in fostering it. The section is divided into two parts that cover a) the tasks 

that facilitated the development of the students’ reading strategies (4.2.2.1) and b) the 

tasks that enabled students to create schematic representations of their reading texts (i.e. 

diagrams depicting text structure, etc.) and have thus led to reading comprehension 

(4.2.2.2). For each of the two parts evidence will be brought about the online performance 

of students when involved in a variety of tasks (3.5.6, Table 3.3), from the analysis of 

screen-captures and audio-recordings and from the students’ scores and answers for each 

task (4.2.1.1 & 4.2.1.2). For certain tasks the analysis of open-ended questions for each 

item was based on the individual expert answer key that was produced for measuring 

conceptual ability for each task (3.9.2.1.4). All data and tasks that required qualitative 

analysis and coding (Day 2, Tasks 1, 2, 3, F and Day 3, Tasks 3 and 4) were rated by a 

second rater and the necessary inter-rater reliability tests were carried out (section 

3.9.2.1.4). Finally, the tasks will be presented in the order in which they appeared to 

contribute to conceptual understanding the most but they are outlined in detail in 3.5.6, 

Table 3.3.  
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4.2.2.1 Tasks that encouraged the development of reading strategies 

 

This section will focus on explaining which specific Moodle tasks were successful 

at enabling learners to develop their reading strategies and how the learning outcomes 

from these tasks were evident at a post-treatment stage. Supporting evidence will be 

brought from screen and audio-recordings (4.2.2.1.1.) and from the analysis of the 

students’ online Moodle task scores (4.2.2.1.2). 

 

4.2.2.1.1 Evidence from screen-captures and audio-recordings 

 

A number of basic reading strategies were employed by the students which 

revealed their tendency to exploit features of the article they were working on during the 

treatment stage to achieve a better understanding of it (3.9.1.4). These strategies, starting 

from Day 1 included mostly planning and predicting as all students were successful in 

creating online outlines to depict the structure of the article they had to read (Task 1). 

Regarding the planning of the structure of the article, the students commented that “This 

is quite useful because we could later extend it and have the basis of a presentation or 

summary” (Student 13). 

Another skill that was developed and reveals information about the level of the 

users’ conceptual ability was predicting. This was recorded when users moved their 

cursor to titles or other article elements when reading a text for the first time. This was a 

skill that was employed by 10 out of the 13 students. Some of them commented that they 

were paying attention now to specific details: “I think at this point we might have to pay 

more attention at elements that can help us get an idea quickly about the article like here 
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(points to abstract, title, etc.” (Student 12). Overall, on the first day of the training, the 

online activity of the users was influenced by the requirements of each task.  

On Day 2 of the training, the screen capture evidence allowed for detecting all 

visible changes on the screen, whether they were produced by the user using the keyboard 

or the mouse, or by the computer application or the operating system as a response to an 

action. In the particular case of the transcription of interaction occurring during a task that 

involved answering the pre-reading questions that the students created in Day 2 (Task 2: 

Checking predictions, Day 2), the whole set of visible online activity while completing 

the task were identified and transcribed. An example of this transcription is given in 

Appendix 34. Examples of the pre-reading questions that were answered by the students 

can be found in Appendix 35. 

Overall, during Day 2 of the training, the online activity of the users revealed 

more action in areas that involved reading skills such as distinguishing key ideas, 

understanding key concepts, identifying the function of specific sentences within the text 

and summarizing. A number of basic reading strategies were employed by the students 

which revealed their tendency to exploit article features to achieve better understanding. 

For identifying key ideas and understanding concepts, all students were successful in 

creating concept maps and locating the necessary concepts to depict the interconnections 

between concepts (Task 6). Task 6 has enabled students to improve their post-treatment 

concept map skills since they all improved their scores as shown in 4.1. 

Two more skills that were observed and reveal information about the level of the 

users’ conceptual ability were identifying the function of sentences within paragraphs 

(Task 7) and summarizing (Task 3). This was recorded when users moved their cursor to 

specific parts of paragraphs after reading a question or when they created online notes 

about the key ideas from each part of the article briefly. These online skills were 
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employed by 10 out of the 13 students whereas the other three students were still able to 

perform at this level but took handwritten notes instead of online. This explains the 

advanced post-treatment scores of all students for their oral presentations since 10 

students included references during their presentations to specific article sentences to 

establish the author’s position. This reflects the students’ comprehension of the article.  

The audio recordings during phase II of the training (since the students could 

address clarification questions to the tutor, to each other or even to themselves), revealed 

the online activity of the users in areas that involved skills mentioned in the beginning of 

Day 2 earlier. For identifying key ideas and understanding concepts all students were 

successful in creating concept maps and locating the necessary concepts to depict the 

interconnections between concepts (Task 6). A student was observed commenting on 

locating key ideas by mentioning that she is looking for a specific term. Students 8 and 10 

mentioned that “the concept map at this stage helped me figure out how the concepts are 

related”. The format and content of this specific task has also contributed to article 

comprehension since 11 out of 13 students could mention the key concepts in their 

concept maps at the post-treatment stage and their score was better compared to their pre-

treatment one (4.1).  

During Day 3 we can observe the particular case of the transcription of interaction 

occurring during a task that involves answering the pre-reading questions that the 

students created in Day 3 (Task 3: Identifying purpose and tone, Day 3), where the whole 

set of visible events can be identified. An example of this transcription is found in 

Appendix 34. The students who managed to complete this task successfully (9 out of 13) 

had received higher scores at their oral presentations compared both to their pre-treatment 

presentations and to the post-treatment presentations of the students that had not passed 

this task successfully. 
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Moreover, the online screen-captured activity of the users revealed more action in 

areas that involved skills such as article evaluation, understanding key concepts, 

identifying a purpose for reading and identifying the author’s purpose and tone. For 

understanding concepts and article evaluation all students were successful in creating 

content outlines for presentations and evaluating concepts to deliver a presentation that 

could clearly reflect the main ideas of the article (Task 5, Day 3). All the post-treatment 

oral presentations of these students represent that Task 5 was successful at helping all 13 

learners understand the article, as in all post-treatment presentations the scores were 

improved (compared to the pre-treatment ones) because the students had better explained 

key article concepts and had identified the author’s tone and purpose. Only the scores of 

two students were not greatly increased (i.e. a score improvement that would classify the 

student at a higher level of conceptual development, section 4.1). 

Finally, the audio-recorded online activity of the users (i.e. comments while doing 

the task, while working on peer activities or when consulting the tutor) revealed more 

action in the same areas as in the screen-captures mentioned earlier. Two skills that were 

observed and reveal information about the level of the users’ conceptual ability were 

identifying a purpose for reading and the author’s purpose and tone. Students 8 and 11 

mentioned that knowing that their purpose was to create a presentation had guided them 

in their selection of the key concepts when creating the initial online outline. These skills 

(i.e. recognizing the purpose of the article and selecting key concepts to represent in the 

presentation to serve the presentation’s purpose) were employed by 10 out of the 13 

students. The post-treatment scores of these students at their oral presentations were 

improved compared to their pre-treatment ones and indicate that Tasks 3 and 5 from Day 

3 were successful in helping students understand a text at a conceptual level.  
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Table 4.16 summarizes the most frequently observed conceptual development 

instances during the three day training period. The average frequency of the presented 

instances of conceptual development (i.e. using predicting skills) was calculated after the 

total number that each student was observed to use each skill was counted throughout the 

whole three day period training. For instance, the activities of the users online during the 

first day of the training revealed additional information about the level of the conceptual 

ability of the learners. Table 4.16 shows evidence of the most frequently observed 

instances of conceptual development during the two-hour training for each day of the 

training and it also contains the actual times that the skills were observed to have been 

used by the specific number of students each day: 

 

Table 4.16: Most frequent conceptual development instances during the training 
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4.2.2.1.2 Evidence from online task scores 

 

On the first training day, the third task which was a prediction warm up task, 

enabled students to trial a different task format (i.e. that of a multiple choice survey) to 

find their way within the environment but also to establish a purpose for reading the 

treatment text. The exercise, due to the Moodle task type affordances, provided a number 

of statements with potential reasons that students would consider before reading the 

second academic article that the students would work on during the treatment phase. 80% 

of the students managed to identify some of the reasons and demonstrated their ability to 

combine information and answer questions. This task helped raising the students’ 

awareness of predicting strategies and the same students who had identified the correct 

answers also mentioned them at the post-treatment retrospection task.  

Task 4, which followed immediately afterwards, is also indicative of the 

affordances of Moodle. It asked students to evaluate which elements of an academic 

article might contribute more to initial article reading orientation. The students’ answers 

(Table 4.17) ranged from 1 to 10 with 1 being the most important element and 10 the 

least important.  

Table 4.17: Task 4 – Day 1: Student individual evaluation of the usefulness of various text elements 

when predicting reading context. 
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The students also mentioned other elements such as key words, the reference lists, 

the first and last sentence of each paragraph, the topic sentences and sub-headings. 

Appendix 36 presents the students’ responses to the open-ended questions about the 

article elements that reveal the most helpful information about the topic. The most 

popular answers include the title (5 responses) and the subheadings (4 responses). 

Students also predicted the topic of the treatment article at this stage and 7 students out of 

13 were successful at predicting that the article would be about implicit and explicit 

language learning. Their answers were also reproduced at the post-treatment retrospective 

task where the students mentioned the same elements. 

After experimenting with article structure, Task 6 was also an exercise that asked 

students to think of and prepare a number of pre-reading questions that could best enable 

readers to read the academic article and predict its content. The students’ responses (8) 

were well formed and demonstrated their evaluative and creative abilities which are two 

of the higher level conceptual understanding abilities (3.9.2.1.1). Four students though, 

formulated comprehension questions that did not fulfill the purpose of the exercise and 

which could not be employed as guiding article comprehension questions (Appendix 37). 

Student 11, for instance, misinterpreted the meaning of the exercise and created questions 

which would extract information from the students about their reading strategies rather 

than guiding them towards extracting the necessary article information themselves. The 

task was successful in helping learners understand the text at the post-treatment 

retrospective tasks since 11 out of 13 students were recorded using questions before 

approaching an academic article. 

Finally, Task 7 was the last task that was assigned to students during Day 1 of the 

treatment. It was a lesson activity made up of a number of pages according to the 

affordances of the platform and on each page there was a question. Figure 4.2 presents 
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the overall lesson results along with information about the average students’ scores and 

completion time. The high / low time indications in the figure refer to the maximum and 

minimum time that students spent for task completion as this was calculated 

automatically by Moodle.  

  

Figure 4.2: Overall lesson task results 

 

Furthermore, Table 4.18 provides an analytic description of the students’ scores 

after performing the task, the time required by each student and their areas of mistakes. 

Only five students experienced problems with the grammatical elements that were 

introduced in the lesson task. From these five students the two errors that they made were 

random errors as it was later observed from the screen-captures. The other three students 

were confused with the use of specific linking words but all answered correctly after 

following the extra practice page.  

Table 4.18: Individual student performance on Task 7 – Day 1 

Students Scores Task Duration Areas of mistakes 

S1 75% 5 mins 26 secs Linking words (wrong 

use of as a result) 

S2 75% 8 mins 51 secs Linking words (wrong 

use of in spite of) 

S3 100% 3 mins 44 secs - 

S4 100% 5 mins 36 secs - 

S5 100% 4 mins 21 secs - 

S6 100% 3 mins 44 secs - 

S7 75% 4 mins 51 secs Linking words (wrong 

use of in spite of) 

S8 90% 4 mins 30 secs Random error 

S9 100% 3 mins 50 secs - 

S10 100% 3 mins 35 secs - 

S11 100% 5 mins 20 secs - 

S12 90% 4 mins 19 secs Random errors 

S13 100% 4 mins 23 secs - 
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The task was successful because at the post-treatment stage 10 out of 13 students 

mentioned at the retrospection tasks that the use of specific linking words in the article 

guided them towards identifying article structure and content. 

After having explored the structure of the academic article, the students were 

invited to answer the comprehension questions (Day 2, Task 2) from Day 1 for Task 6. 

The students’ answers were evaluated based on the answer key that was provided by the 

expert and the samples of high and low achievers (3.9.2.1.4). Based on these analyses, 10 

out of 13 students were classified as high achievers. Their answers demonstrated 

comprehension of the question and their responses had covered most of the aspects of the 

question. On the contrary, three students offered repetitive key word answers which 

reflected a performance at a Memory level and therefore indicative of lower achievers. 

The task indicated that the Moodle affordance to answer these questions and upload them 

for peer-evaluation and feedback has helped all 13 students to think about forming 

predicting questions when engaging with an academic article for the purposes of the post-

treatment retrospection task. 

After checking article predictions, the next step for the students was to read the 

first three paragraphs of the article and focus on identifying the main idea and summarise 

the content of the first three paragraphs (Day 2, Task 3). Students were quite successful 

with 10 out of 13 being classified as high achievers (according to the criteria in 3.9.2.1.4). 

High achievers provided an answer indicating cohesion and a personal way of 

understanding article ideas and by mentioning the main points of each paragraph briefly. 

However, low achievers presented answers which could simply be based on copying 

information, sentences or key words from the original article. At a post-treatment stage 9 

out of 13 students were successful at replicating this strategy for understanding the 
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content of a text before creating their concept maps and 11 students used this approach to 

understand text content before creating their oral presentations.  

Then, the students were asked to do Task 5 (Day 2) which was a quiz with various 

types of four article comprehension questions (3.9.2.2.3). Table 4.19 offers an overview 

of the students’ performance at all four parts of this quiz and their scores along with the 

mistake areas. For completely wrong answers 0 marks were assigned and each part of the 

quiz would account for 25% of the final mark. 

Table 4.19: Student performance on Task 5 Day 2 

 

The overall scores indicated that 9 students were successful at receiving an 80% 

(or higher) score for the quiz and the other four students whose score ranged between 70 

and 75 were encouraged to retake the wrong parts of the quiz and were all successful. 

After receiving a final score which required that all the students should receive at least an 

80% of correct answers to proceed, the next task was to select four terms and enter their 

definitions in the classroom glossary that was available for the course and which was 

organized as shown in Figure 4.3: 
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Figure 4.3: Overview of the Moodle glossary 

 

 

The students’ responses would vary as they were free to select terms of their 

choice and practice searching for definitions of key terms from the treatment article. 

Appendix 38 indicates each students’ preferred term definitions and whether these were 

correct. Nine students defined all four definitions, 2 students confused one definition and 

2 students confused two definitions. The task enabled students to identify and focus on 

extracting the meaning of concepts in the article that was used for their post-treatment 

tasks with all 13 students mentioning that identifying key concepts for their map creation 

and oral presentations was essential. 

 

4.2.2.2 Tasks that facilitated reading comprehension through concept map 

creation 

 

This section will focus on explaining which specific Moodle tasks were successful 

at enabling learners to understand an academic text by using concept map creation and 

how the learning outcomes from these tasks were evident at a post-treatment stage. 
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Supporting evidence comes from screen and audio-recordings (4.2.2.2.2.) and from the 

analysis of the students’ online Moodle task scores (4.2.2.2.1). 

 

4.2.2.2.1 Evidence from online task scores 

 

The first two tasks on Moodle for Day 1 helped the learners orient themselves in 

the new learning environment, experiment with an exercise format like this and think 

about which elements play a crucial role in academic reading comprehension. They were 

two prediction warm up exercises in a quick poll Moodle format. The students’ detailed 

answers are presented in Appendix 39 and it can be seen from their comments that the 

majority of the students were already expecting/anticipating which elements could 

support their comprehension. Further to the previous quick poll, the students were invited 

to submit their answers to a second question about the importance of delivering an 

academic presentation on a journal article and the overall coverage they should provide in 

similar situations. Once more the students were informed about academic standards in 

general and expected a few quality criteria to be met which is indicative of the fact that 

their level of conceptual understanding covers the lower level of comprehension and 

identification of information and key concepts. The purpose of the tasks was not to 

evaluate the students’ choices but to orient their actions before creating a concept map 

and therefore no task scores were collected for these two tasks. 11 out of 13 students 

mentioned these responses about article comprehension during their post-treatment 

retrospective tasks. 

After having encouraged the students to think about academic speaking and 

reading, another Moodle task to familiarize learners with the treatment reading article and 

ask them to decide on the elements they would need to focus on to create a concept map 
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was Task 2. The output was to draw a diagram of the article's structure. The students 

experimented with a variety of formats but their outputs at this stage were mainly 

focusing on the structure of the article either representing it by using headings (5 students 

out of 8 students) or concept maps (3 out of 8 students) and not so much on depicting 

relations between concepts (in total 8 out of 13 students). This indicated that the students’ 

conceptual ability was not at the stage of synthesing information from a critical and 

evaluative perspective. A general outline of the students’ concept maps at this stage can 

be found in Appendix 37. 

Moreover, in Table 4.20 concept maps with several centres were the most 

commonly occurring maps at a treatment stage, with a one centred map coming second 

but also followed by linear maps. There were no spaghetti maps. This reveals that the 

students could create complex maps that reflected the relationship between terms and that 

consisted of various levels after receiving the training but still not at a stage of indicating 

connections between various levels at the maps. 

Table 4.20: Types of concept maps 

 

The findings above at a treatment stage indicate that the students in their majority 

(12 students) managed to identify concepts and organise information around the concept 

nodes. However, no further associations were made between nodes or sub-nodes that 

indicated the ability of the students to synthesize information at a conceptual level after 

critically evaluating it. This is a skill that students would be expected to indicate if their 
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concept maps were of a linear or of the spaghetti type. Therefore, at this stage the 

conceptual ability of only 9 of the students was at the stage of critically evaluating the 

content of their concept maps and establishing connections between concepts and nodes 

by creating linear concept maps. The previously discussed maps indicate these patterns as 

Figure 5 (Appendix 24) represents a typical several centres map and Figure 6 which was 

an example of a low achiever represents a linear type of concept maps with limited levels 

of hierarchy between ideas arranged in a chain – diagram format (Appendix 24).  

Moreover, Table 4.21 presents the types of treatment concept maps and the number of 

students that created a similar type of concept map: 

 

Table 4.21: Types of student concept maps as classified by the coders 

 Treatment concept maps Post – concept maps 

Types of concept maps Number of students Number of students 

1. Spokes: 11 (total)* 2 (total*) 

a. One-centred 2 0 

b. Several centred 9 2 

2. Chains / Linear 1 0 

3. Networks 1 5 

a. Spaghetti 0 6 

Total student number 13 13 
*: There were two types of spokes (i.e. one and several centred) and the indication total refers to the total number of students who 

created spoke type maps. 

 

As Reese (2002) notes, the ability to construct links and to make relational 

connections between strands reveals a primary distinction between high and low 

achievers. Based on Reese’s patterns, high and low achievers were compared against the 

structure of the concept maps that were constructed by the students (Appendix 24). The 

figures in Appendix 24 illustrate maps that were created according to the treatment high 

and low achiever subscore-to-node ratios. The process followed for the evaluation of the 

maps that were produced during the training is the same as in 4.1.2.3. The map of a 

higher achiever should be demonstrating greater integration than the low achiever map.  
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Furthermore, a number of basic reading strategies were employed by the students 

at the treatment stage. For identifying key ideas and understanding concepts all students 

were successful in creating concept maps and locating the necessary concepts to depict 

the interconnections between concepts (Task 6). Student 4 was caught commenting on 

locating key ideas by mentioning that she is looking for a specific term. Students 8 and 10 

mentioned that “the concept map at this stage helped me figure out how the concepts are 

related”. Consequently, from the 8 students that were successful at concept map creation 

at a treatment stage, 11 students progressed and produced correct concept maps at a post-

treatment stage. 

Finally, Moodle Task 5 on Day 1 encouraged students to reflect on article 

structure and associate it with metaphors such as “window”, “bridge” and “door” (3.5.6). 

All the students were successful at identifying the role of the various article parts and 

associating them to the previously mentioned three metaphors by matching pictures (i.e. a 

bridge) to article parts. Appendix 40 (based on Moodle platform data) indicates that the 

84.44% of the students (11 in total) who experimented initially with the metaphors and 

article structure were successful and then during the last attempt 91.11% of the students 

(12 students) managed to match pictures given as part of the task with the article parts. 

Appendix 40 provides more detailed information and indicates that the visual element 

provided by Moodle was quite strong as 7 out of 13 students reported this metaphor 

during their post-treatment retrospective tasks. 

 

4.2.2.2.2 Evidence from screen-captures and recordings 

The online activity of the users during Day 2 revealed more action in areas that 

involved skills such as distinguishing key ideas and understanding key concepts to lead 

students to concept map creation that would facilitate reading comprehension. In more 
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detail, Task 1 for Day 2, asked students to create a five step guide with instructions for 

the students that would attempt to read the academic article. The students experimented 

with a variety of steps and their work was evaluated against the answer that the expert 

provided and by considering the revised Bloom’s taxonomy to evaluate conceptual 

development (3.9.2.1.4). The eight of thirteen high achievers demonstrated their ability to 

work at a high conceptual level based on the revised taxonomy and when designing their 

steps their work indicated that they invited the reader to evaluate the article, employ 

strategies for formulating assumptions by gradually planning and structuring a series of 

steps to achieve this.  

However, the work of five students demonstrated that their level of conceptual 

understanding was at an intermediate level since they focused mostly on providing advice 

that related to article comprehension and not to the critical application of reading 

strategies. For instance, the first 3 steps would focus on the lower levels of the taxonomy 

or they would not promote critical thinking to enable the readers to evaluate article 

content. At a post-treatment stage it was found that this task actually helped 11 out of 13 

students with their concept-map creation as they mentioned replicating these steps to 

create their maps. 

The next task for this session was the creation of a mind map (Day 2, Task 6) to 

enable the students to represent their understanding of the article by visualizing the major 

ideas of the article and how these link to each other. Moodle offered students the chance 

to consult examples of concept maps before creating their own. The expert’s map on the 

treatment article received a score of 57 (with a total of 13 identified concepts, a score of 

25 for the level of hierarchies, 0 for the number of cross-links and 0 marks for the number 

of examples provided). The students’ scores were compared across the expert’s map 



234 

 

 

 

score to reveal their level of similarity with the expert map and are presented in Table 

4.22:  

Table 4.22: Treatment concept map (CM) scores (Student and Expert scores) 

 

At this stage the similarity with the expert map revealed the progress the students 

had made and reflected their conceptual development in the areas of identifying the 

article’s structure, planning and the organisation of information while establishing 

connections between concepts (which also offers them extra marks towards their overall 

scores). In general, the students’ raw concept map scores have begun to approach the 

expert’s map scores. The average similarity score that the students got at the treatment 

stage was 66.52 % and the indications about the students’ conceptual ability at this stage 

centred around the intermediate levels of comprehension and analysis (Appendix 19). 

More explicitly, student 13 whose pre-treatment raw concept map score was 65 and 

whose map was 53.7% similar to the expert’s the previous time, has during the treatment 

stage achieved to create a map that is 85.96% similar to the relevant expert map 

(Appendix 41). This can therefore translate into a gradually increasing ability to 

demonstrate high levels of comprehension since at the treatment stage the student can 
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evaluate the importance of terms, add to them and synthesize a map that depicts the main 

article concepts (Appendix 41). The first map is the expert map that was designed for the 

specific article to serve as a criterion for marking the students’ maps. 

This Moodle task therefore serves as a transitional stage that enables students to 

experiment with concept map creation and formation to depict the essence of an academic 

article.  

 

4.2.3 Moodle Unit support for enabling participants to effectively 

deliver an oral presentation 

 

This section will report on the Moodle tasks that enabled students to effectively 

deliver oral presentations by referring to the speaking Moodle task scores as being 

indicative of the students’ gradual progress and of the unit’s success in fostering it. The 

section is divided into two parts that cover a) the tasks that facilitated the creation of 

concept maps for speaking (i.e. structuring oral presentations) (4.2.3.1) and b) the tasks 

that enabled students to develop content for their presentations (4.2.3.2). For each of the 

two parts, evidence will be brought about the online performance of students during a 

variety of tasks (3.5.6, Table 3.3), from the analysis of screen-captures and audio-

recordings and from the students’ scores and answers for each task (sections 4.2.1.1 & 

4.2.1.2). 

 

 

4.2.3.1 Tasks that facilitated the creation of concept maps for speaking 

 

This section will focus on explaining which specific Moodle tasks were successful 

at enabling learners to deliver a successful oral presentation and how the learning 

outcomes from these tasks were evident at a post-treatment stage. Supporting evidence 
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will be brought by analyzing the Moodle affordances for designing tasks to create 

concept maps for speaking (4.2.3.1.1.) and from the analysis of the students’ online 

Moodle task scores on activities about terminology (4.2.2.1.2). 

 

4.2.3.1.1 Tasks which generated concept maps that functioned as speaking 

diagrams 

The second task for Day 3 asked students to reflect on the steps they take for 

summary writing which is an important skill towards creating a concept map for speaking 

with appropriate structure. The task scores from Day 3 had already indicated that so far 

11 out of 13 students had managed to demonstrate significant progress with their level of 

conceptual ability. The remaining two students were low achievers. The high achieving 

students could summarise information successfully through various tasks and 

plan/organise information in a critical way to communicate ideas. During Task 2 the 

students were asked to reflect on the process that one needs to follow to write a summary 

and create a step-by step guide with instructions for this. Examples of high and low 

achievers can be found in Appendix 42. 

Moreover, the qualitative analysis of the step-by-step guides that were created by 

the students focused on identifying two main processes that were followed (Table 4.23). 

The example figures of the summary process below can be found in section 3.9.2.1.4 

along with examples for low achievers. The emphasis is on the high achievers and only 3 

students were found to be low achievers. 

Table 4.23: High achiever student summary writing processes and steps 

Summary process 1  Summary process 2  

1. Skimming and scanning of the 

article 

1) Skimming and scanning 

2. Identification of key terms 2) Identification of main ideas 

3. Identification of main ideas 3) Reduction of paragraphs into brief 

phrases / sentences 

4. Ranking in order of mention 4) Ordering of content 

5. Summary write up 5) Summary write up 
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Table 4.23 presents the main steps that the high achieving students brought 

forward when reflecting on the processes they followed with summary writing tasks. 

Both of the above mentioned processes are indicative of high achieving students in terms 

of conceptual level. In these cases the students were successful at critically evaluating the 

main areas to be included in the article (evaluation) and could also propose steps for the 

synthesis of a summary (creation stage). In total, 8 students followed Summary process 1 

and 2 students followed Summary process 2. An indicative student example of the 

summary process 1 can also be found in Appendix 42. This task therefore shows that 

Moodle offered students the opportunity through this activity to create a summary by 

incorporating all the necessary summary steps and it should be mentioned that the 8 

students mentioned above could also build on this structure and enrich it with more 

advanced steps at a post-treatment stage when they created their concept maps (4.1). 

Then, another task which involved the creation of a presentation outline was Task 

4 (3.9.2.1.4). Regarding understanding concepts and article evaluation, Moodle offered 

all students the opportunity to successfully create content outlines for presentations and 

evaluate concepts to deliver a presentation that could clearly reflect on the main ideas of 

the article (Task 5). This also appears from their efforts to locate the main ideas and their 

attempts to create an outline online that could lead to the creation of a presentation 

(which functioned as the students’ purpose). These skills were employed by 10 out of 13 

students. Conceptual ability was also observed from the students’ efforts to locate the 

main ideas and their attempts to create an outline that could lead to the creation of a 

presentation (which was the students’ purpose). The task was successful at enabling the 

students to deliver an effective presentation as the number of those who employed these 

skills increased from 10 to 12 at a post-treatment presentation stage. Furthermore, the 10 

students that employed these skills at the treatment stage had all received higher post-
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treatment oral presentation scores compared to the three students that did not use these 

skills during the treatment. 

During the last phase of the training, the online activity of the users revealed more 

action in areas that involved skills such as article evaluation, understanding key concepts, 

identifying a purpose for reading and identifying the author’s purpose and tone. The 

students mentioned this was because of the workshop opportunities and the use of the 

forum area for uploading tasks which both supported the exchange of feedback. In 

understanding concepts and article evaluation all students were successful in creating 

content outlines for presentations and evaluating concepts to deliver a presentation that 

could clearly reflect the main ideas of the article (Task 5). Student 5 mentioned that 

“creating a content outline was very important to guide the creation of the presentation 

later on”.   

The next step after the presentation outline was for the students to expand on it 

when performing Task 5 and create the content of their presentation based on the 

treatment article. Further to all the previous data, the oral presentations enabled all the 

participants to verbalise the concepts that were schematically depicted on their concept 

maps during this three day training and demonstrate their ability to function at a mental 

level. During the final day of the training the students delivered an oral presentation on 

the topic of the article they were working on (“Noticing”) by consulting their concept 

maps only. The format of the oral presentations was that of the pre-treatment sessions and 

the presentations were once more audio-recorded and were quantitatively and 

qualitatively analysed.  

Table 4.24 summarises the number of presentations exhibiting specific aspects 

from the qualitative analysis that emerged when analysing the recordings of the 13 

students. At the treatment stage the aspect of Coverage and Relevance when the students 
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delivered their presentations was very frequent. More students could this time create and 

deliver a complete presentation that covered all points. Moreover, for the aspects of 

Analysis and Supporting evidence which correspond to critical elements of conceptual 

ability, the themes were significantly higher compared to those of the pre-treatment 

presentations. The presentation of the following data is similar to the one provided for the 

pre- and post-treatment presentations in 4.1.3 to show the students’ performance during 

the training, towards their post-training performance. Potential improvement can indicate 

that the training that the students received during these three days rendered the Moodle 

Pedagogic Unit successful for developing academic speaking skills. 

 

Table 4.24: Number of presentations exhibiting specific aspects during treatment presentations 

 

 Treatment presentations Post-treatment presentations 

Presentation 

aspects 

Number of student presentations Number of student presentations 

Coverage 

relevance 

(12 presentations) (13 presentations) 

Analysis  (11 presentations) (12 presentations) 

Supporting 

evidence 

(10 presentations) (11 presentations) 

Voice/delivery (10 presentations) (12 presentations) 

Format / 

structure 

(11 presentations) (12 presentations) 

Preparation (9 presentations) (10 presentations) 

 

Further to the previous, the treatment presentation scores for each student based 

on the evaluation forms (Appendix 26) were also analysed and are presented below. 

Table 4.25 also offers information about the average score of the students during the 

treatment phase. It seems that the Moodle training has enabled students to improve when 

comparing their scores with the pre-treatment ones. 
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Table 4.25: Numerical treatment raw student oral presentation scores 

 

Students 

Treatment 

Score (__/12) 

Average 

score of class 

Pre-

treatment 

Score (__/12) 

Average 

score of class 

1 8  

 

 

 

 

9.75 

6  

 

 

 

 

7.69 

2 8 7 

3 6 5 

4 8 7 

5 9 8 

6 10 8 

7 9 7 

8 10 9 

9 10 8 

10 8 7 

11 10 9 

12 11 10 

13 10 9 

 

Moreover, the data presented in Table 4.26 indicate the students’ areas of success 

or those areas requiring further improvement. The areas also indicate the number of 

students that were successful or not for each specific area. 

 

Table 4.26: Treatment oral presentations – Areas of success and areas of further improvement  
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At this stage and compared to the pre and post-treatment areas of success 

presented in Table 4.14 and 4.15 in 4.1.3 earlier in this chapter, it appears that the 

students were capable of submitting a quite satisfactory academic presentation however 

still, regarding the critical comparison and contrast of ideas, the oral presentations 

indicated that five students required additional practice. However, students have 

improved compared to their pre-treatment level and therefore the training appears to have 

been contributing towards enabling students to be more successful in the areas in Table 

4.26. This has also revealed information about the students’ conceptual ability which at 

this stage has significantly improved for a number of students and especially when 

compared to previous oral presentations (6 students have managed to incorporate an 

element of critical evaluation of the article’s main concepts).  

An indicative treatment presentation outline of a high achiever (6 students in total, 

3 students at intermediate level) which demonstrates the complete structure of the 

presentation according to article sections by focusing on the main ideas of each section 

can be found in Appendix 43. However, a low achiever would submit work that would be 

incomplete and where no logical cohesion would follow between ideas (2 students in 

total). 

 

4.2.3.1.2 Tasks with speaking terminology 

 

Moodle as a platform facilitated task creation for developing speaking 

terminology. Task 8, for instance, during the training (Day 2) required students to do a 

vocabulary rating task in terms of how they perceive the importance of specific terms to 

understand an academic article. In total, 10 out of the 13 students were successful at 

reaching this stage. The task had a reflective character and therefore the students were not 

assigned specific marks for specific features. The high achievers’ and low achievers’ 
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examples can be found in 3.9.2.1.4 (Figures. 3.21 and 3.22). High achievers included 

most of the key/important terms that should be grouped in an appropriate way to 

demonstrate their relationship. Moreover, the students had attempted to link the concepts 

to the central article concept (“attention”) and they demonstrated their ability to critically 

select the appropriate concepts and synthesize them to create a complex relationship 

depiction. However, the low achievers’ ranking and term depiction did not include the 

terms that were important.  

Finally, three general patterns of ranking and visualisation were identified. The 

first pattern was the concept map representation of the most important article terms in 

ways which also depicted their relationship (Figure 3.21 – 3.9.2.1.4).  

In total, 10 students selected this pattern. This was indicative of a student working 

at a high conceptual level by critically selecting and evaluating terminology and by being 

able to create a visual representation of the relationships between terms. The second 

pattern was the collection of article terms which were arranged in a linear way with no 

interconnections between the various levels of the representations (Figure 3.22 – 

3.9.2.1.4). This pattern was selected by 2 students and indicates that the students were 

working at an intermediate stage by being able to analyse the various article terms while 

using them to do the task.  

Then, the final pattern that was selected by 1 student was a simple ranking of the 

article terms from the most important to the least important in a list format with no 

depiction of any connections between the terms. The student was operating at low 

conceptual level since his list ranked the various article concepts without recognising 

their inter-relations. At this stage the 10 students who performed higher at this task could 

also receive a higher score for selecting appropriate terminology both for concept map 
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creation and for their oral presentations at a post-treatment stage compared to the two 

students who did not perform well at this task. 

Task 9, followed from the previous one and was a fill-in the gaps exercise that 

was a popular Moodle task type. The screen capture below indicates the requirements of 

the task which focused on clicking and “moving” 9 terms at the appropriate place in the 

text.   

 

Table 4.27 offers an overview of the students’ scores and responses. Only seven 

students out of 13 achieved an excellent score (100).  

Table 4.27: Student scores for Task 9, Day 2 

 

Table 4.28 presents the Quiz structure analysis along with information about 

random guess and the numbers of attempts. The drag and drop activity that was designed 
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made use of a quiz task that was offered on Moodle and only one question was designed 

with several gap-fills. 

Table 4.28: Quiz structure analysis 

 

All students attempted the task once and the random guess score was only 1.11% 

which is satisfactory. This score refers to the chances that students had to select the 

correct answer by chance and the low score means that it was not easy for students to do 

so. The seven students that were successful at this task could also receive better scores for 

concept map terminology at the post-treatment stage. 

Finally, the first task of Day 3 also focused on helping learners develop an 

understanding of academic speaking terms and the difference between formal and 

informal style. The students performed a Moodle task which offered students the chance 

to rank 4 different types of texts from the most informal to the most formal. In more 

detail, the task revealed whether the students could recognize formality in academic texts 

(Appendix 44). On the whole, 10 out of 13 students were successful at this task since they 

ranked all 4 excerpts correctly and their scores are provided in Table 4.29: 

Table 4.29: Student scores for Task 1, Day 3 

Students Answers 

S1 All 4 correct 

S2 All 4 correct 

S3 Confused the ranking between text A and D 

S4 All 4 correct 

S5 All 4 correct 

S6 All 4 correct 

S7 All 4 correct 

S8 All 4 correct 

S9 All 4 correct 

S10 Confused the ranking between text A and D 

S11 All 4 correct 

S12 Confused the ranking between text B and C 

S13 All4 correct 
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After ranking the four texts the students were invited to create their own definition 

of the term “formality” and enter in the glossary section of the Moodle Pedagogic Unit. 

The students’ definitions of the concept of formality from the Moodle glossary of 

definitions were compared with the definition provided by the expert. The expert’s 

evaluations for this task can be found in 3.9.2.1.4. Table 4.30 below presents the number 

of the related characteristics that were used by the students and which ones. It can be seen 

that the majority of the students (7 out of 13) were successful at including in their 

definitions more than half of the definition parts that were suggested by the expert. This 

reveals that through the practice exercises the students practically explored the concept of 

formality and managed to move from the practical (material) level of locating formality 

in texts to a conceptual interpretation of the term at a mental level (i.e. recognising the 

meaning of the term as a general discourse characteristic). 

  

Table 4.30: Student answers for the definitions of Task 1, Day 3 

 

Students 8 and 11 mentioned that knowing that their purpose was to create a 

presentation had guided them in their selection of the key concepts when creating the 

initial outline. These skills were employed by 10 out of the 13 students.  
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4.2.3.2 Tasks that encouraged the creation of student oral presentations 

 

This sections focuses on presenting the specific Moodle affordances that enabled 

students to create successful student oral presentations. The main emphasis is on the tasks 

that enabled students to create appropriate presentation content and specific task types 

and affordances are further analysed.  

 

4.2.3.2.1 Tasks for developing oral presentation content  

 

The following section will offer an analysis of the screen captures of the students’ 

online performance to calculate the frequency with which specific Moodle environment 

features were employed by the students when preparing for their oral presentations. These 

Moodle features included the following: the forum area, the glossary, embedded external 

links, examples of model answers, peer-assessment tasks (4.2.3.2.1.1), tasks that 

combined text and pictures (4.2.3.2.1.2), mazes (4.2.3.2.1.3) and Hot-Potato exercises 

(4.2.3.2.1.4). This analysis will reveal more information about the affordances of the 

Pedagogic Unit to provide academic speaking training and specifically regarding the last 

four online Moodle training tasks that have enabled students to deliver more successful 

oral presentations. 

Table 4.31 offers an overview of the specific Moodle environment features, the 

tasks with which every feature was associated, how frequently each feature was used by 

the total number of students that were reported to have used it (the average percent of 

frequency use is presented) and  the number of students who were reported to have used 

the specific feature. For a more detailed overview of the specific tasks that were offered 

each day of the training please consult Table 3.3, section 3.5.6.  
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Table 4.31: Overview of the use of specific Moodle environment features during the online training 

Tasks Action Moodle 

Environment 

features 

Average 

length of 

use in 

minutes per 

task per 

student 

Frequency 

of use 

(average in 

total) 

Number of 

students (out 

of 13) 

Task 2, 

Day 1 

Presenting the 

structure of an 

academic 

article 

(diagram 

creation) 

 

 

 

 

 

 

 

Peer feedback in 

the forum area (40 

times max.) 

3  minutes 57.5% 9 

Task 3, 

Day 2 

Summary of 

paragraphs 

6 minutes 75% 13 

Task 6, 

Day 2 

Mind map task 5 minutes 62.5% 10 

Task 4, 

Day 3 

Summary 

practice for 

presentation 

4 minutes 47.5% 11 

Task 5, 

Day 3 

Creation of 

presentation 

outline 

3.5 minutes 57.5% 9 

Task 6, 

Day 3 

Final 

presentation 

4.5 minutes 72.5% 11 

Task 5, 

Day 2 

Multi-task Creating and 

consulting a 

Glossary (20 times 

max) 

2 minutes 25% 5 

Task 8, 

Day 2 

Rating terms 3 minutes 60% 12 

Task 10, 

Day 2 

Description of 

key terms 

4.5 minutes 55% 11 

Task 1, 

Day 3 

Defining 

formality 

2.5 minutes 40% 8 

Task 6, 

Day 2 

Mind map 

creation 

 

 

 

 

 

Consulting 

Embedded external 

links (15 times 

max.) 

5 minutes 86.66% 13 

Task 6, 

Day 3 

Preparation for 

the 

presentation:  

Locate the 

article sections 

and 

highlighted 

terms and 

summarize the 

key content 

from each 

section in 3-5 

lines. 

4 minutes 73.3% 11 

Task 6, 

Day 2 

Concept map 

creation 

 

 

Consulting 

Example models 

(attachments) (31 

times max) 

6 minutes 90.3% 13 

Task 9, 

Day 2 

Diagram 

structure 

4.5 minutes 48.38% 11 

Task 5, 

Day 3 

Presentation 

content outline 

7 minutes 83.8% 13 

Task 4, 

Day 3 

Summary 

practice with 

bullet points 

5 minutes 64.5% 10 

 



248 

 

 

 

Table 4.31 reveals that for making use of Moodle’s forum area the majority of 

students (13) preferred to use it during the initial stages of the training and mostly to 

receive feedback on summary writing and the creation of concept maps. The frequency of 

use was calculated by counting the maximum number of times that each student would 

click on a feature to consult it and then finding the average number of times that students 

had clicked on the feature. An additional tool of Moodle was consulted during tasks 

which required the rating of terms (60%) and the description of specific terminology 

(55%). External links were particularly popular when the students required information 

about the creation of the concept maps and the links served as models that provided 

information about orienting the students’ actions (86.6%). Finally, the model answers that 

were provided and clearly served as examples to guide the students’ completion of the 

tasks were used by all students for the creation of concept maps and presentation content 

outlines. Moreover, 11 students in total consulted the models to create summaries or to 

understand diagram creation.  

 

4.2.3.2.1.1 Peer-assessment tasks 

 

The peer- assessment tasks that were offered during the training enabled the 

students to interact with each other, receive feedback on the content of their presentations 

and adjust their work accordingly to meet the requirements of academic standards. The 

peer-assessment tasks that obligatorily invited comments by fellow students by assigning 

specific work to be evaluated were Day 1, Task 5 and Day 2, Task 1 (Table 3.3, section 

3.5.6). Task 5 invited students to create five reading academic article comprehension 

questions which were later peer-evaluated and Task 1 was about creating a step-by-step 

guide about checking predictions when extracting the main information from an article. 
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Both tasks enabled students to focus their attention on the main ideas during a 

presentation. The screen-captures revealed that 11 out 13 students who were engaged in 

these activities consulted the guide and comprehension questions that were created during 

Days 1 and 2 when during Day 3 they were asked to create their presentation outlines and 

content. Their online activity revealed that 10 out of 13 used the article comprehension 

questions as a guide to create their presentation outlines and this allowed them to act at a 

creative conceptual level.  

 

4.2.3.2.1.2 Tasks that combined text and pictures 

 

During Day 1 of the training, students were asked to perform task 4 which was to 

represent the article structure of a specific part of the academic article by using a door 

(conclusion), a window (introduction) and a bridge (main body). During the preparation 

for the oral presentations 8 out of 13 students were audio-recorded to describe the 

structure of their presentation by recalling these metaphors while thinking about the order 

of specific information: “Perhaps I should use this term at the beginning and then I can 

mention the next one to “bridge” the gap and lead to the main body of my presentation” 

(Student 12).  

 

4.2.3.2.1.3 Mazes  

 

Task 6 from Day 1 was a typical example of a Moodle maze activity that during 

the specific three day training offered students the opportunity to familiarize themselves 

with the necessary terminology for the creation of their oral presentations. In total, 11 out 

of 13 students consulted the list of terms that was created as an outcome of this study 
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when creating their presentation content outline. This means that the students used the 

task as a means of guiding their choice of terminology but it also indicates that they could 

combine information from various sources and act at a higher conceptual level and create 

a presentation. 

  

4.2.3.2.1.4 Using Hot-potato exercises 

 

This exercise was offered to students during the third and final training and 

referred to identifying the author’s tone and purpose by choosing answers in a multiple 

choice format. From the screen-captures and audio-recordings 10 out of 13 students 

recalled the author’s position on aspects of the article when creating their presentation 

slides. For instance, Student 5 mentioned that she “should perhaps include a section 

where all the positive interpretations of the term appear and then perhaps a section with 

the negative ones”. This is indicative of the fact that participants reached the stage of 

critically reflecting on the article content to synthesize a range of opinions and create a 

presentation (Creation level – revised Taxonomy).The next section will discuss the results 

for RQ3. 

 

4.3 Research question 3 

 

Based on the quantitative and qualitative data obtained, this section will address 

the third research question below: 

What was the relative value of the various scaffolding mechanisms in each task to 

support: 

(c) The successful completion of the tasks 
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(d) the increased participants’ ability to understand academic texts at a conceptual 

level and deliver an oral presentation for academic purposes 

When referring to the value of the scaffolding mechanisms of our Moodle 

Pedagogic Unit, these can be understood as the scaffolding features from the adopted 

framework (3.5.5) that were developed to enable student progress at a task level and those 

features which impacted on the students’ conceptual development. 

A variety of data was collected to determine the relative value of the various 

scaffolding mechanisms in each task to enable successful task completion during the 

students’ training by means of two measures: i. Audio recordings and screen-captures of 

online activity (qualitative data) and ii. Semi-structured interviews at post-sessions 

(qualitative data). 

With regards to determining the relative value of the various scaffolding 

mechanisms in each task to support the increased participants’ ability to understand 

academic texts at a conceptual level and deliver an oral presentation for academic 

purposes the measures that were employed were: i. Semi-structured interviews at post-

sessions (qualitative data) and ii. Evaluations of student performance at oral presentations 

(qualitative and quantitative data).The students’ views on the overall value of various 

types of scaffolding that were designed for the unit will be presented in the RQ4 results 

section. 

 

4.3.1 How have the various scaffolding mechanisms in each task 

supported: (a) The successful completion of the tasks 

 

This section will focus on examining the value of the adjusted scaffolding 

mechanisms (3.5.5) that were employed online to support the students’ successful 
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completion at a Pedagogic Unit level and at a task level as well. The data in the following 

three sections is derived from observing online activity and the analysis of the semi-

structured interviews with the students during the post-treatment session (Appendix 16). 

 

4.3.1.1 Audio recordings and screen-captures of online activity 

 

This section focuses on presenting the use of scaffolding mechanisms online and 

the features that were consulted by the students at a pedagogic unit and at a task level. 

Examples of the various scaffolding mechanisms can be found in Appendix 45 which 

illustrates how each scaffolding mechanism was presented online.   

 

4.3.1.1.1 Scaffolding features used at a pedagogic unit level: 

 

At this stage, the scaffolding features were designed to enable students to develop 

their learning and conceptual understanding while working within the wide framework of 

the pedagogic unit and not on a specific task only. The analysis of the audio recordings 

and screen-captures at this point focused on how the students used the forum area, the 

glossary, the workshops and their suggestions of how these scaffolding features supported 

their successful learning process. Table 4.32 summarises the specific scaffolding features 

that the participants consulted during their online training as these were observed through 

screen-captures.  

Table 4.32: Overview of the use of scaffolding features at a pedagogic unit level during the 3 day 

training 
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During Day 1 students consulted scaffolding features for 20 minutes during the 

training (Sections 3.9.2.1.3 and 3.9.3.3). The Forum and the Workshop areas, which 

offered students the opportunity to upload their work and receive feedback, were 

frequently consulted during the first day of the training by all students (13 in total) 

however the glossary was consulted 15% of the total time during which scaffolding was 

used by 8 students. During Day 2, students used scaffolding for 25 minutes. The use of 

the workshop area fell to 9 students in total which visited it 24% of these 25 minutes but 

the Forum and the glossary areas were used by 10 students quite frequently (36 and 40% 

of the time). Finally, during Day 3 of the training, students used scaffolding for a total of 

24 minutes. 13 students preferred to consult the glossary 50% of those 24 minutes online 

when completing activities, 11 students consulted the forum and 8 students consulted the 

workshop area for 16.6% of their time online.  

Regarding the forum area, the audio-recordings allowed for an analysis of whether 

the use of this scaffolding feature supported the successful completion of the tasks. The 

majority of the students (11 out of 13) mentioned during their online training interactions 

that the Forum area contributed a lot “to creating a clear idea of the answer that should be 

provided” (Student 6) based on the “feedback provided from other students online” 

(Student 7) and the “discussion of good and bad examples” (Student 2). A controversial 

point was the students’ opinion about the notification system with message alerts which 

informed students about the Forum posts. Half of the students (6 out of 13) mentioned 

that the alerts reminded them about posts they would like to check whereas 7 students 

found the notifications irritating. Finally, 12 out of 13 students agreed that the comments 

received in the Forum area were positive and did not make them feel uncomfortable. 

However, one student mentioned that it was awkward to give and receive feedback while 

student names were revealed. 
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Regarding the glossary, all students mentioned that this scaffolding feature 

significantly supported their successful task completion. Among the positives, 8 students 

mentioned that the glossary provided clear definitions which facilitated article 

understanding, 10 students mentioned that it was quick to use the glossary compared to 

consulting another source which would make them lose time and 6 students mentioned 

that the glossary was helpful because it contained exactly the terms that were required in 

order to complete the task. On the other hand, 4 students mentioned that one of the 

negatives was that the glossary was not ready to use in the beginning and it would have 

helped them complete some of their tasks if it was created earlier during the training.  

Regarding the workshop area, the audio-recordings revealed that 8 students 

observed the positive influence on their successful task completion when the feedback 

enabled them to revise a number of their questions which later informed the creation of 

their online presentation structure. However, 3 students stressed that among the negatives 

of this scaffolding feature was the fact that students would receive feedback on a 1-1 

basis and this would create an awkward situation when giving negative feedback.  

Finally, regarding suggestions for ways in which scaffolding could be employed 

in different ways to support the successful completion of the tasks the students’ audio-

recorded comments were also analysed. The three main suggestions included creating the 

glossary earlier during the training to consult it for the earlier tasks too (4 students), 

anonymising the offered feedback in the workshop area to avoid awkward moments (3 

students) and giving students the chance to view each other’s’ work and comments in the 

workshop area too instead of assigning them work in pairs (5 students). 
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4.3.1.1.2 Scaffolding features at a task level 

 

At this stage, the scaffolding features were designed to offer students the 

opportunity to develop their learning and conceptual understanding while completing 

specific tasks. The analysis of the audio recordings and screen-captures at this point 

focused on how the students used the following features (different scaffolding features for 

different tasks at each session) and whether the scaffolding contributed to successful task 

completion. Table 4.33 presents an overview of the scaffolding features offered at a task 

level during the training. 

 

Table 4.33:  Overview of scaffolding features at a task level 

 

 

Table 4.34 presents the tasks that students performed during Day 1 and the most 

frequent types of scaffolding that students accessed in their attempt to complete the tasks. 

For a full list of the tasks and their requirements please consult Table 3.5 in the 

Methodology section. 
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Table 4.34:  Session 1 – Screen – captures 

Tasks Task Purpose Type of 

scaffolding 

Average 

length of use 

in minutes 

per task per 

student 

Number of 

students (out 

of 13) 

Task 

completion 

rate (per 

student) 

Task 2, 

Day 1 

Presenting the 

structure of an 

academic article 

(diagram 

creation) 

Online 

comments 

2 minutes 9 13 

Peer feedback in 

the forum area 

4 minutes 13 13 

Task 2 Prediction warm 

up poll 

Help button 0,5 minutes 5 13 

Peer comments 

outline 

2.5 minutes 12 13 

Task 3 Take an online 

survey 

Feedback from 

looking at peer 

answers 

2 minutes 13 13 

Task 4 Match the article 

structure with 

pictures 

Comments while 

doing the task 

1 minute 13 13 

Task 

instructions 

1 minute 11 13 

Score 0.5 minutes 13 13 

Feedback 0.5 minutes 8 13 

Task 5 Create questions 

to answer after 

reading an 

academic article 

Peer feedback in 

the workshop 

area 

5 minutes 13 11 

Comments on 

forum 

3 minutes 7 11 

Task 6 Lesson activity Task 

instructions 

1 minute 13 12 

Feedback 1.5 minutes 8 12 

SCORE 0.5 minutes 13 12 

Re-tries 0.5 minutes 6 12 

 

Regarding the scaffolding features that students used, whenever extra support was 

required to perform the tasks, their comments on specific types of scaffolding were very 

enlightening. Table 4.35 reports on the number of students who used a specific type of 

scaffold, for which task, which type of scaffolding and their quotes. 
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Table 4.35: Session 1 – Audio-recordings  

Tasks Action Type of scaffolding Quotes Number of 

students who 

commented on 

this during 

online 

activity(out of 

13) 

Task 1 Presenting the 

structure of an 

academic 

article 

(diagram 

creation) 

Online comments “I think we’re going to 

give some feedback in 

these comment boxes, that 

would be reaaally good” 

Student 3 

2 

Peer feedback in 

the forum area 

“I’m quite happy with 

these suggestions,that was 

good.” Student 4 

3 

Task 2 Prediction 

warm up poll 

Help button “I might have to click here 

to find out an example” 

Student 1 

1 

Peer comments 

outline 

“I don’t think my marker 

understood what I wrote 

but maybe it’s my fault” 

Student 3 

2 

Task 3 Take an 

online survey 

Feedback from 

looking at peer 

answers 

“Seems to be helpful, it’s 

good to know what others 

think..” Student 5 

1 

Task 4 Match the 

article 

structure with 

pictures 

Comments while 

doing the task 

“Hahaha that’s cool, I got 

a comment!” Student 6 

4 

Task instructions “Yeahh it says what to do 

here..”Student 9 

3 

Score “Ohh I made a mistake!” 

Student 12 

6 

Feedback “Hmm, now it makes sense 

why I got this score, it 

seems..” Student 11 

5 

Task 5 Create 

questions to 

answer after 

reading an 

academic 

article 

Peer feedback in 

the workshop area 

“I’m not sure if I like the 

peer feedback idea, we 

need to be objective!” 

Student 13 

13 

Comments on 

forum 

“Did you see this comment 

box here? Perhaps check 

there too! Student 1 

7 

Task 6 Lesson 

activity 

Task instructions “Cool, all clear” Student 7  4 

Feedback “Hahaha it tells me how I 

did it here!” Student 8 

6 

SCORE “I could have done better 

with this..” Student 9 

7 

Re-tries “I think I’ll try it once 

more, we’ve got time..” 

Student 9 

6 

 

Table 4.35 above reveals what the students thought about the task scaffoldings 

during this phase of the training however there were no data from the students verbalizing 

the process they were going through. Therefore, the comments above represent the users 
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reactions to the provided support and the selected quotes represent the majority of the 

comments that were uttered at a given time for a specific feature by a specific number of 

users who commented. 

Appendix 2 presents the tasks performed during Day 2 and the types of 

scaffolding where students spent most of their time in their attempt to complete the tasks. 

Appendix 46 offers information about the audio recordings and more specifically about 

scaffolding for Session 2. The focus of the audio recordings was on classroom activity 

and the number of students that have commented on each type of scaffolding. 

Regarding the tasks that students performed during Day 3 (Appendix 23), the 

most frequent types of scaffolding that students employed to complete the tasks were 

example answers and task instructions. For a full list of the tasks and their requirements 

please consult Table 3.5 in the methodology section. 

Moreover, Appendix 47 presents the tasks that students performed during Day 3 

and the most frequent types of scaffolding that students employed (based on the average 

time they spent consulting them) to complete the tasks. These included peer-feedback in 

workshops and in the forum areas. Moreover, the students’ comments on the different 

types of scaffolding are also presented. 

 

4.3.1.2 Semi-structured interviews at post-sessions  

 

Along with the screen captures, the semi structured interviews were also analysed 

for specific comments on scaffolding features. Given the nature of this study, the analysis 

is primarily qualitative but some percentages and descriptive statistics are provided to 

give the reader a sense of the patterns, how frequently was each employed and to 

contextualise findings. This part of the research invited students to a semi-structured 
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interview after the treatment session and at the end of the post-treatment session. During 

the interview the students could revisit parts of the online tasks to support and help them 

remember what information they might be looking for.  

Table 4.36 gives an overview of the popularity of specific scaffolding features 

when analysing the interview data of the 13 students: 

 

Table 4.36: Overview of the popularity of scaffolding themes in interviews 

 

From the analysis of the interview data one of the four main areas that were most 

widely commented on emerged and it included task scaffolding and relevant sub-sections 

that were frequently discussed. These are presented in Table 4.37 in the order in which 

the majority of the students (11 out of 13) reported them. There were two students who 

did not mention any task scaffolding features during the interview. 

 

Table 4.37: Emerging task scaffolding features during interviews 

 

Among the various aspects that students commented on during the interview, their 

views and attitudes about the scaffolding mechanisms that were employed by the 

researcher were of high interest. The students commented on a variety of scaffolding 
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features and the mostly commented ones are presented in the sections below along with 

students opinions. 

 

4.3.1.2.1 Clarity of instructions 

 

One of the scaffolding options included consulting task instructions before the 

completion of the tasks. Students found this feature helpful since 9 out of 13 mentioned it 

during the interview and most of their references to it suggested that “the instructions 

were clear and most of the times indicated the steps we should take in order to complete 

the tasks” (Student 1). Student 10 mentioned that “there were a lot of tasks for which 

simply reading the instructions was enough to perform them”. Finally, there were 2 

students which like Student 2 mentioned that in some cases they “would have to ask the 

tutor to explain what should be done next” to check that they had understood the task 

instructions.  

 

4.3.1.2.2 Clarity of task examples 

 

The students were presented with the option to consult example answers to the 

tasks either by clicking and having a look, by downloading relevant files or by consulting 

external links. Students found this feature quite helpful since it was mentioned by at least 

10 students and most comments were incited by the example answer which triggered the 

students’ “creativity and provided a guide towards the right direction” (Student 5). 

Student 7 mentioned that “when unsure about what I need to create I would click on the 

example to check how to do it (concept map)”. There was Student 1 though where the 

example answer was interpreted as a help on the one hand that was “somehow limiting 
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available options” since the student would think that this is the expected format and 

would not try something alternative.  

 

4.3.1.2.3 Forum area 

 

The forum area of the Pedagogic Unit was a space designed to provide general 

support to students with questions or feedback from the tutor and peers. It was also a 

place where tasks where uploaded and submitted as a means of showcasing work and 

comparing with others to improve further. Student 1 mentioned that “it was very 

enjoyable to be uploading work there as it was fast” and they “could see the work and 

feedback of others and incorporate feedback or take ideas”. Student 6 particularly liked 

that “answers could be entered as posts or attachments, be edited if necessary and they 

could be exported at home if they wanted to have a look at them”. On the downside, 

Student 9 mentioned that they would have preferred this “process to take place at the 

workshop area where the feedback was only visible by the writer and there was an 

embedded evaluation form as well”. In total, 11 out of 13 students showed a clear 

preference in using the Forum area and thought that it significantly contributed to 

successful task completion. 

 

4.3.1.2.4 Glossary 

 

One of the students’ options for understanding unknown words was the use of the 

glossary at which quite at an early stage students were invited to enter definitions of key 

terminology from the treatment article. Students found this feature quite helpful since it 

was mentioned as a helpful scaffolding tool by 11 students and most comments related to 
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the fact that the glossary enabled students “to check the meaning of specific article terms 

quickly” whenever they needed (Student 3). Student 4 mentioned that “when unsure 

about which word I would have to use during the task it helped a lot to check the 

glossary”. Two students though mentioned that in some cases “the definitions were 

written very quickly and they would contain spelling mistakes which were a bit 

distractive” but the definitions were not wrong.  

 

4.3.1.2.5 Peer-assessment workshops 

 

The use of comment boxes was a quite frequently used source of scaffolding for 

students. It was mentioned by nine out of the thirteen students and it was mostly related 

to cases where the students received (or gave) feedback from/to peers or the tutor either 

in the workshop or Forum areas. Student 7 mentions that in one case the “comments 

provided in the workshop area” allowed him to develop the stages of a task later on and 

that the advantage of this was that feedback was not visible to other users. However, 

Student 8 mentions that did not feel uncomfortable by the feedback in the forum area as 

the students “could see examples and feedback from others and make comparisons or 

incorporate more positive elements” in their work. Regarding the peer-feedback option 

Students 3 and 6 mentioned it was “very positive when appropriate comments (in detail) 

and fair marks were given”. Student 2 mentioned that “it was enlightening to experience 

this and see the perspectives others have on doing the same task”. 
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4.3.1.2.6 Suggestions 

 

With regards to suggestions about how the scaffolding options could have helped 

students proceed with completing tasks successfully, 9 students did not mention any 

suggestions. Student 12 mentioned that an additional idea would have been to “use more 

external links to websites with examples of how to perform a specific task such as 

creating a concept map”. Student 2 mentioned that it would have been “better if during 

workshops our work was allocated for marking to another students anonymously”. 

Finally, students 7 and 9 mentioned that more feedback should be provided to the 

students who made mistakes if they needed more examples of a specific suggestion for 

instance.  

 

4.3.1.2.7 Adequate task feedback 

 

The students’ interviews were also analyzed in terms of whether they received 

adequate feedback when doing the tasks. In general, 10 out of 13 students commented 

that the amount of feedback they received “was the expected one” and that it helped with 

successful task completion” (Student 6). Students 7, 9 and 12 though mentioned that in 

some cases “more feedback would have been required if a student kept making mistakes 

at a specific task” or that “extra examples of the mistake and the correct answer would 

have explained what was expected” to complete the tasks successfully.  

 

4.3.1.2.8 Adequate feedback questionnaire 

After each training section, the students had the option to fill out online feedback 

questionnaires and offer their views about the various elements of the online course. 
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Students found this feature quite helpful because all of them mentioned that when a 

suggestion was made about pace for instance or extra task examples this issue was then 

addressed the next day and in general their feedback was considered by making the 

necessary adjustments. Consequently, Student 10 felt that this helped with successfully 

completing tasks since the students’ needs were addressed. Moreover, Student 7 

mentioned that the open-ended format of the questions “allowed for openly expressing 

views without directing one’s opinions”.  

 

4.3.1.2.9 Favourite scaffolding mechanisms 

 

Apart from the general overview of the scaffolding mechanism that students 

particularly enjoyed, they have also strongly commented on built – in hints. This was an 

additional type of support that students received when completing tasks and included the 

option to consult hints regarding the possible answer or word or idea that could trigger 

the students and enable them to continue. This type of scaffolding mechanism was quite 

popular (11 out of 13 students mentioned it) and usually appeared in the form of pop-up 

windows that according to Student 5 “were consulted at times just to make sure we’re on 

track” or “when we run out of ideas about what to do” (Student 1). However, Student 4 

mentioned that this was a bit distracting since at a certain time it distracted students from 

contributing their own ideas.  
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4.3.2 How have the various scaffolding mechanisms in each task 

supported: (b) the increased participants’ ability to understand 

academic texts at a conceptual level and deliver an oral 

presentation for academic purposes 

 

To determine how the various scaffolding mechanisms in each task have 

supported the increased participants’ ability to understand academic texts at a conceptual 

level and deliver an oral presentation for academic purposes the measures that were 

employed were the following: i. Semi-structured interviews at post-sessions (qualitative 

data) and ii. Student performance at oral presentations (qualitative and quantitative data). 

 

i. Semi-structured interviews at post-sessions and framework based on Bloom 

 

This section will focus on presenting information on the students’ views about 

scaffolding during the training. Their data reveals the students’ views on their own 

conceptual development by reflecting on their progress and how the provided online 

scaffolding helped them towards achieving this goal. 

It was therefore very important to identify examples of the students’ recognition 

of their own work and progress. Student 4 mentioned that they understood concepts in 

more depth after receiving training feedback and that they could apply the same 

suggestions to other articles or tasks. Students 8 and 12 observed that “the creation of the 

mind maps [concept maps] was really helpful since it helped to decide on the relationship 

between terms, their definitions and how this is reflected on the article”. The comments 

about the concept maps in the forum area helped them move gradually from a stage of 
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simply representing knowledge to the state of linking ideas in creative ways. Most 

importantly though, as Student 13 noted, “I have seen that I am now going through this 

process relatively faster and in my last presentation the visual presentation of my mind 

map helped me understand the topic.”  

Furthermore, Student 12 mentioned that the feedback comments helped the 

students revisit past knowledge, remember information and act accordingly. This was a 

re-orientation of the students’ basis of action in Galperian terms as the feedback provided 

support up until the students did no longer require it to perform their tasks. Consequently, 

the students revealed that the overall training and scaffolding experience offered them the 

opportunity to develop conceptually by gradually developing and employing reading 

strategies and presentation skills that allowed them to read and deliver academic 

presentations effectively. Therefore, a transition from the basic levels of understanding 

(according to the revised Bloom’s taxonomy – 3.9.2.1.1) to the level of creation was 

achieved as 11 out of 13 students could combine skills, synthesize information critically 

and present it effectively after the training.  

 

ii. Student performance at oral presentations  

 

By analysing qualitative and quantitative data there is indication that students 

improved on certain aspects that were scaffolded during the training. The analysis was 

based on the online training tasks, the oral presentation aspects that each task helped with, 

the students who used scaffolding features during these tasks, their scores and the scores 

of those who did not use scaffolding. Then, the scores of the tasks were compared to the 

students’ oral presentation scores.   



267 

 

 

 

For instance, Task 8 from Session 2 enabled students to develop the aspect of 

coverage for their oral presentations. Only three students chose not to use task scaffolding 

and they were unsuccessful whereas the other 10 students who used scaffolding were all 

equally successful. The average oral presentation score of these 10 students was 11 and 

that of the other 3 students was 3.37. Table 4.38 below offers data about the performance 

of scaffold users at post-treatment oral presentations. 

 

Table 4.38: Performance of scaffold and non-scaffold users at post-treatment oral presentations 

Task and 

Session 

Scaffold users 

(SU) 

Non Scaffold 

users (NSU) 

Total 

Presentation 

scores for SU 

Total 

Presentation 

scores for NSU 

Task 10, 

Session 2 – 

Coverage 

9 4 99 37 

Task score 

(average) 

95.5/100 65.4/100   

Task 1, 

Session 3 – 

Voice 

9 4 100 37 

Task score 

(average) 

95% correct 50% correct   

Task 3, 

Session 3 – 

Supporting 

evidence 

9 4 101* 36 

Task score 

(average) 

All successful 3 unsuccessful   

Task 5, 

Session 3 – 

Preparation 

9 4 101 36 

Task score 

average 

All successful 1 successful   

*For instance, this score was received by adding the raw oral presentation scores of the 9 students that used scaffolding 

features. In this case, four students scored 12 out of 12 (max oral presentation score), three students scored 11 out of 12 and two 

students scored 10 out of 12. The individual scores are presented in Table 4.15 in this Chapter. 

 

The students’ comments after the training indicated that indeed the students who 

used scaffolding found the information useful for their presentations and recognised the 

help they received from the features. The students who had chosen not to use the 

scaffolding features during these tasks were divided into two groups: the first group (2 

students) recognised after the oral presentations that a specific task and scaffold linked to 
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the requirements of the oral presentation; the second group of students (2 students) 

recognised the usefulness of the scaffolding features right after receiving the task score.  

 

4.4 Research question 4 

 

Based on the quantitative and qualitative data obtained, this part of the Results 

chapter will address the fourth and final research question which is the following: 

What were the participants’ opinions and attitudes towards: 

(e) The Pedagogical Unit 

(f) The pedagogical environments, i.e., Moodle 

(g) The pedagogical tasks (i.e. reading tasks and oral presentation) 

(h) The scaffolding mechanisms 

A variety of data was collected to deduce information about the students’ views 

on the four areas mentioned above and these included the following: i. Online feedback 

student questionnaires (quantitative and qualitative data), ii. Semi-structured feedback 

interviews at post-sessions (qualitative data), iii. Screen-captures and audio recordings 

about the participants reactions towards the Moodle unit (qualitative data), and iv.  

Written survey questionnaire (quantitative data).  

 

4.4.1 The pedagogical unit 

 

4.4.1.1 Online student feedback questionnaires 

The questionnaires enabled the learners to comment on whether the sessions of 

the unit helped them develop their academic reading and speaking skills. Ten students 
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agreed that they were able to develop these skills mainly with the tasks that required 

concept map creation, the quizzes and the oral presentation outline. As the questionnaires 

were administered during the training some students also made general comments about 

the unit before the completion of the training. Two students commented on the length of 

the academic articles that the Pedagogic Unit used as the basis for the training but that the 

topic was interesting. Regarding the new content that the sessions enabled them to 

acquire 8 students rated it with 8 and 5 students with 9 (Session 1), 5 students rated the 

content with 7, 4 students rated it with 8 and 4 students with 10 (Session 2) and 6 students 

rated content with 9 and 7 students rated it with 7 for Session 3). 

 

4.4.1.2 Semi-structured feedback interviews at post-sessions 

 

The students’ views from the interviews focused on various issues that were 

brought up about the pedagogical unit. The positive comments mentioned that the unit 

was successful in terms of providing EAP training (11 out of 13 students), it was properly 

organized (all students), the content was presented in a logical order (12 out of 13 

students) and it was easy for the students to follow (12 out of 13 students). The negatives 

included that students would at times require the tutor’s explanations to proceed to the 

next task (2 students) and a suggestion for the unit was to expand the number of sessions 

so as to create shorter sessions (2 students).   

 

4.4.1.3 Screen-captures and audio recordings 

 

During the training the audio and visual recorded data offered some additional 

information about the students’ views of the unit. The data included at least 4 instances 
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per session where two students would require the tutor’s help to proceed to the next task 

(help with content). At times, a peer would listen to the query and step in to guide the 

students before the tutor would arrive (three times in total). The students’ comments also 

included 2 instances of complaining about the length of the training in Session 2 and 3.   

 

4.4.2 Moodle 

 

4.4.2.1 Online student feedback questionnaires 

 

Regarding the Moodle platform the students had the opportunity to comment on 

the general suggestions section of the questionnaire. One student mentioned that it would 

be useful to have a manual for Moodle use after Session 1 and two students mentioned 

that they would prefer to have a few navigation options for doing the tasks (however a 

specific order was required for research purposes). 

 

4.4.2.2 Screen-captures and audio recordings 

 

The recorded data about Moodle as a platform included positive comments about 

the visual stimulus of the exercises and about how quickly the various parts of the course 

would appear while navigating. Among the negatives, 4 students in total would require 

the tutor to help them navigate, mainly during Session 1. In total, support was needed for 

22 times during these three days.  
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4.4.2.3 Semi-structured feedback interviews 

 

The students’ views from the interviews focused on various issues that were 

brought up about the Moodle platform. The positive comments mentioned that Moodle 

was easy to understand and use (all students), it was properly introduced to the students 

(all students), it presented content in a nice way and was not slow (12 out of 13 students) 

and some were already familiar with it (11 out of 13 students). The negatives included 

that students would at times need the tutor’s explanations on how to get to a specific 

Moodle section (2 students) and a suggestion was to offer students a short handout to see 

at home about Moodle navigation (1 student).   

 

4.4.3 Tasks 

 

4.4.3.1 Task questionnaire 

 

The students’ opinions about the tasks were very interesting as they supported the 

views that the students later expressed in questionnaires and other data instruments 

(Appendix 13). The students were very positive about the tasks. From Session 1, the most 

popular tasks were Tasks 1 (11 students), Task 2 (11 students) and Task 6 (11 students). 

For Task 3 only 2 students disagreed with the statement that they found it helpful. From 

Session 2, Task 1 (12 students), Task 5 (12 students), Task 6 (10 students) and Task 7 (11 

students – Appendix 48) were the most popular among students. The least helpful was 

Task 4 (4 students – Appendix 49). From Session 3, the most helpful tasks were Task 2 

(10 students), Task 4 (11 students), Task 5 (all students) and Task 6 (all students). The 

least helpful was Task 2 (9 students). Regarding general task features and more specific 
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feedback the students found that the major concern was the time available for the 

completion of tasks as it can be seen below (Table 4.39 and Appendix 50). 

 

Table 4.39: Student average agreement with the following statements (1= strongly disagree; 4= 

strongly agree) in the Task questionnaire (Appendix 13) 

 

In general though, students were very satisfied with the training questions, the 

order of materials and their relevance to their needs. 

 

4.4.3.2 Online Moodle questionnaire 

 

Regarding the tasks, the students’ comments between the training sessions 

focused on the time available for each task. In detail, three students commented on the 

fact that some tasks would take longer to complete and that they could be assigned for 

homework. Four of the students mentioned that they would prefer to do more quiz and 

maze format tasks as they found them very brief and informative at the same time. 
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4.4.3.3 Interviews (interview questions about tasks) 

 

The students’ views from the interviews focused on various issues that were 

brought up about the tasks. The positive comments mentioned that the tasks were 

successful in terms of providing EAP training (12 out of 13 students). The types of tasks 

that were most favoured included quizzes, mazes, workshop activities, concept maps and 

matching exercises whereas the least liked included reading comprehension and 

summarizing. The negatives of task evaluation included that students would at times feel 

that the tasks were taking longer to complete (3 students) and a suggestion for the tasks 

was to improve the vocabulary tasks and term ranking exercises by asking students to 

create the glossary before doing this task (3 students).   

 

4.4.3.4 Screen-captures and audio 

 

The recorded data revealed some information about the tasks. In total, nine 

students made positive comments about the task types mentioned earlier and two students 

were recorded commenting about the lesson activity and how interesting it was. However, 

two students were complaining about the duration of the concept map tasks during 

Session 1 but three students were commenting on how various tasks would link to one 

another (i.e. the sequence of tasks in Session 2 and then how this linked with tasks in 

Session 3). 

 

 

 



274 

 

 

 

4.4.4 Scaffolding 

 

4.4.4.1 Online feedback questionnaires 

 

Regarding scaffolding, the questionnaires collected general comments during the 

training. Three students commented that they would prefer feedback in the forum area 

and in the workshops to be anonymous after Sessions 1 and 2. Moreover, three students 

mentioned that they were not able to find the concept map examples during Session 1. 

 

4.4.4.2 Interviews 

 

The interviews focused on various issues that were brought up about scaffolding. 

The positive comments mentioned that scaffolding features were various and interesting 

(9 out of 13 students) and each feature was working properly when doing a relevant task 

(all students). The top satisfactory features that were mentioned were the forum, 

workshop, instructions and task examples (all students). The negatives included that 

students would at times feel that the workshop feedback should be anonymous (1 

students) and a suggestion for the types of feedback was to introduce more example tasks 

(2 students).   

 

4.4.4.3 Screen-captures and audio recordings 

 

Regarding scaffolding, the students’ recordings revealed that they indeed 

preferred the features mentioned earlier but were initially skeptical about the forum as 

they did not trust peer comments (3 students). Two students were also recorded to be 
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paying attention to the task progress indicators and four students were commenting on the 

effectiveness of workshop feedback to proceed with the creation of a concept map.   

After presenting the findings for each of the four research questions, the following 

Chapter will provide a discussion of the findings by situating the results among current 

research. It will also interpret them in line with the Literature Review in Chapter 2. 
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5. Discussion 

The present chapter will highlight and discuss the main results and findings 

obtained from the investigation on the role of scaffolding in online EAP training to 

achieve conceptual development within an L2 academic context. To further understand 

the role of STI and scaffolding in fostering online EAP training in this study, this chapter 

will address each research question with a brief overview of the focus for each question. 

The chapter begins by addressing research question 1 (5.1), by recapitulating the aims 

and objectives for this question and by providing a summary of the findings. Then, a 

discussion of the most important findings in answer of this research question follows and 

a brief conclusion about the effectiveness of the adopted STI model in fostering 

conceptual development. Sections 5.2, 5.3 and 5.4 equally address the subsequent three 

research questions of the present study. Depending on the number of sub-questions for 

each section relevant sub-sections were created to address the questions and provide 

findings in answer to them. Then, Chapter 6 follows which summarizes the overall study 

findings and presents a concluding review of the role of STI and scaffolding in an online 

academic L2 learning context.  
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5.1 RQ1: How has the Pedagogic Unit (implemented on 

Moodle) fostered understanding at a conceptual level 

by users of L2 English in an academic context 

 

The first research question focused on examining how a Pedagogical Unit fostered 

understanding at a conceptual level by users of L2 English in an academic context. In the 

present study, development at a conceptual level is understood as the increased ability of 

the participants to perform higher mental functions.  

A student’s level of conceptual ability was determined by considering the 

indicators mentioned earlier and whether for instance the ability to plan or formulate 

assumptions was evident in the pre and post introspection tasks, the pre and post concept 

maps, the pre and post oral presentations, the audio and visual screen captures of online 

activity and in the task scores and outcomes.  

More specifically, the retrospection tasks measured conceptual ability by focusing 

on the identification of specific themes. The retrospective tasks were used since 

Galperin’s STI position supports self-regulation, described as the students’ capacity and 

willingness to skillfully monitor and evaluate one’s own learning. The target was to 

encourage the students to perform at a conceptual level and reflect on the reading 

strategies they employ when reading academic texts to approach a text, understand it, 

retrieve information and ultimately establish an association between the text’s concepts 

and ideas mentally.  

Following from this, the potential of self verbalisation manifested either as “self 

explanation” or through collaborative activity, allows the academic language features in 

the present case to become visible for learners to reflect on their structure and meaning. 
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Within this STI approach, the verbalisation activities involve “learners talking through 

the concept and not about the concept” (Swain, 2009: 6). Therefore, the learners of the 

present study were expected to explain ideas to themselves, the researcher and others by 

employing the concepts as tools for understanding rather than merely verbalising the 

concepts aloud (Negueruela, 2008: 212). The verbalisation activity involved in STI 

differs from other verbalisation activities such as think-aloud activity either concurrent or 

retrospective (Swain, 2006b). In STI the verbalisation activities aim at “helping the 

internalization of the L2 and not simply gaining access to the learners’ thinking process” 

(Lantolf, 2011b: 38).  

The retrospection findings from the tasks of the training at the post-treatment 

stage indicated that the students improved in their use of strategies as compared to their 

pre-treatment phase. It appears that 9 students focused on identifying ideas and concepts, 

more than half of the students began to make assumptions about article content, 9 

students focused on locating evidence in the text and 10 students resolved to summarising 

information from various article sections to develop understanding successfully. Strategy 

use improvement was demonstrated when students were successful at reporting that they 

used a specific strategy when doing the retrospection task. This was considered as 

evidence of the students’ awareness of specific strategies when processing and reading an 

academic article (especially if they were not aware of these strategies at a pre-treatment 

phase, and this was regarded as improvement). Moreover, the fact that students employed 

additional strategies since having received relevant training and they began to focus on 

different or additional parts of academic articles indicates that the unit appears to have 

been successful at helping them to develop conceptually. Therefore, the range of 

strategies that was favoured by the students during the pre-treatment stage resulted in 

more frequent use of specific strategies or even at enriching the previous range. 
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Regarding conceptual understanding at the final stage of the pedagogic unit 

training the students reported using strategies that indicated a higher level of conceptual 

understanding. More specifically, 12 students indicated that they sought to “identify the 

type” of an academic article, a skill that is considered to be key to ensure understanding 

at a conceptual level (according to the classification of strategies in 3.9.2.1.1). However, 

with regards to skills that require creation or evaluation of information and which are at a 

higher conceptual level (3.9.2.1.1), 11 students could respond to the challenge and report 

using specific strategies.  

Concept maps, were another tool employed as they offered an insight into the 

conceptual associations that the students established having followed the process that was 

described by them during the retrospection task. Within the SCT literature, there are not 

many studies that have employed concept maps as the latter have been associated with 

cognitive theory. Examples of this are provided by Novak’s use of concept maps which 

are grounded in one of the most widely used general models of adult learning: Kolb’s 

learning cycle (Kolb and Fry, 1975). More specifically, Novak described learning as a 

cognitive change within a single continuum that extends between rote and meaningful 

learning. He defines meaningful learning as the learner’s ability to consciously and 

deliberately choose to relate new knowledge to knowledge the learner already knows in 

some nontrivial way (Novak, 1998: 19). 

However, there are studies that have followed the STI pedagogic model and have 

employed Schemas for Orienting the learners’ basis of actions (SCOBAS) to visualize 

content knowledge. This is because Galperin emphasized that for the formation of action 

and the creation of a successful pedagogic intervention, three main functions are 

essential: the orienting function, the executive function and the control function (Lantolf 

& Thorne, 2006: 304). The orienting function serves the purpose of providing the learner 
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with all the necessary information for the successful operation of an action and the last 

two functions refer to issues of execution and evaluation (Lantolf & Thorne, 2006: 304). 

Thorne et al.’s (2008; 2011) studies are indicative events though the studies examined the 

use of “directives” (indirect requests) among twenty International Teaching Assistants 

(ITAs) within an ESL context. The project still followed a similar STI model and 

included three stages: a. Orienting Basis, b. Conceptual Materializations and c. Individual 

and Group verbalisation. Data was derived from a corpus which was also used to develop 

SCOBAS that would function as instructional materials (i.e. diagrams). The findings 

revealed that there were “visible shifts in the ITAs’ language use that are traceable to the 

mediated corpus-informed materials” (Thorne, 2008: 278-79). Therefore, the visual 

representation and the STI approach were successful in promoting the learners’ linguistic 

progress.  

The maps in the present study were also indicative of the participants’ higher 

mental skills such as classifying and ranking arguments. The students’ conceptual ability 

was evident when they produced a concept map at an initial stage that was later on 

enriched and fully developed based on the received training to reflect their final level of 

conceptual ability. As Haenen has mentioned, the role of the concept of “orienting basis 

of action” (OBA), which in the present study is performed by the creation of concept 

maps, was to refer to the “orienting elements by which the learner is guided along in the 

execution of an action” (Haenen, 2001: 162). If the students were not able to develop 

their maps further or enrich them, this was equally indicative of their level of conceptual 

ability and their inability to use the maps to deliver effective academic oral presentations 

at a later stage. Moreover, as Negueruela (2008: 201), has mentioned the emphasis on the 

teaching of concepts should be on ensuring that the SCOBAS “construct understanding 

that has a direct reflection on oral communicative development”. Therefore, the 
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comparison between the two concept maps (initial and final) from a qualitative and a 

quantitative perspective contributed to assessing conceptual development and the 

effectiveness of the use of concept maps in general. 

The concept map findings from the post-treatment stage were different and 

revealed that the students’ raw concept map scores had increased in similarity with the 

expert’s map. This was because the maps were more enriched after the treatment phase. 

This means that the maps included more elements such as concept nodes, hierarchical 

levels and cross-links between concepts at various levels. This was useful because 

according to Galperin (1989a) “in a materialized form that is concrete” by means of 

diagrams, charts or concept maps, it is essential “to represent the properties and meanings 

of the concepts” (Lantolf and Thorne, 2006: 213). Examples of this that cover L2 English 

grammar aspects mostly can be found in the work of Negueruela (2003, 2008), to teach 

tense-aspect in L2 Spanish and in the work of Lapkin et al. (2008), to teach the concept of 

voice in L2 French. However, the present study employed concept maps to capture the 

semantic networks between various academic article sections and this has not been 

observed in other studies adopting a SCT didactic model. The maps’ potential as a way of 

structuring thoughts before delivering an oral presentation and of supporting student 

performance was also explored within an STI framework.  

The average similarity score that the students got at a post-treatment stage 

indicated an improvement (83.30%) and the indications about the students’ conceptual 

ability at this stage centered on the higher levels of understanding and reasoning 

(3.9.2.1.1). This signifies that the students’ map represented the same main and important 

concepts with the expert’s map and that the students were successful at identifying the 

various levels of hierarchy and at establishing links between concepts (cross-links). This 

can, therefore, translate into an ability to demonstrate high levels of comprehension since 
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at that stage the student is able to evaluate the importance of terms, add them and 

synthesize a map that depicts the complex relationships between concepts.  

Moreover, the oral presentations enabled the participants to verbalise the concepts 

that were schematically depicted on their concepts maps and demonstrate their ability to 

function at a mental level, as through delivering a presentation on the topic of an article 

the participants were asked to summarize, elaborate and structure a well organised oral 

product.  

The Pedagogic Unit training offered the students at a post-treatment stage the 

opportunity to deliver oral presentations on the topic of the article they worked on 

(“Motivation”) which they did not have the chance to work on earlier. They did this by 

consulting their concept maps only during the presentation in case they needed extra 

support. The format of the oral presentations was that of the pre-sessions and the 

presentations. After the training and since the students already had the chance to deliver 

two oral presentations, it was expected that they would be more capable of submitting a 

satisfactory academic presentation. However still, regarding the critical comparison and 

contrast of ideas, the oral presentations indicated that three students required additional 

practice and their conceptual ability does not appear to have improved (Table 4.17, 

section 4.3.1). This skill is one that requires further support and practice to develop and it 

is understandable that some of the students would require further support sessions on this. 

It might also be the case that students found the topic of the last article on Motivation 

more clear and straightforward and this could also justify their high post-treatment oral 

presentation performance. Information about the students’ conceptual ability, which has 

improved for a number of students as it can be seen above, was also revealed when 

compared to previous oral presentations (10 students out of 13 have managed to 

incorporate an element of critical evaluation of the article’s main concepts). 



283 

 

 

 

Let us now turn to the discussion about conceptual development.  Based on 

Galperin’s theoretical framework the present study has explored and, eventually, 

demonstrated how individuals internalise external activity in order to internalise a deeper 

understanding of academic texts and concepts using a procedure called “stepwise 

formation of mental actions” (Galperin, 1989: 34, section 3.3.1.2.). Following Galperin’s 

instructional approach to foster development and by focusing on conceptual thinking, the 

conceptual framework of his studies has also been used here. Moreover, Galperin’s 

teaching strategy was built on developing the idea that any kind of knowledge is mastery 

of different kinds of actions (activities - tasks). Similarly to this and according to 

Arievitch and Haenen (2005: 160), the present pedagogic unit was successful at involving 

the learners in a “spiral model” of teaching through which the learners passes from all the 

previous levels: first by undertaking a task materially in detail so that all the aspects 

become apparent, then by performing the task verbally and finally by being able to 

perform the task automatically.  

Following this model, the pedagogic unit managed to foster and document the 

students’ process of internalisation of their actions while they moved along a sequence of 

levels in mastering a given task. This instruction process according to Arievitch (2005: 

160) entails gradual improvements of the sub-actions performed by the students, “an 

ability that leads to better understanding, execution and acquisition of action at a 

particular level” and allows students to orient themselves in and out of an action. The 

students’ process of internalization and general conceptual development was documented 

by adapting Bloom’s taxonomy in a way that reflected the SCT main principles. This was 

essential for evaluating the construction of conceptual knowledge in online environments 

and to indicate which higher mental skills are indicative of which levels of conceptual 

development (as the levels were provided by Bloom’s taxonomy).  
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To conclude, the study has attempted to evaluate the development and progress of 

the participants as discussed in the literature review from a SCT perspective. This was 

understood as the students’ ability to shape and re-shape language as a meaning making 

tool, being able to go from object and other regulation to self-regulation (i.e., ultimately 

being able to use language without scaffolding mechanisms, mediation), and the 

comparison of the pre- and post–session performances were considered to mark the 

students’ progress (Section 2.3). Thus, the findings for this project revealed that the 

ability to deliver a presentation successfully (success is operationalised as delivering key 

content, the six points outlined in Chapter 3, section 3.4.1) was of crucial importance for 

the students’ ultimate conceptual development.  

 

5.2 RQ2: How have the Moodle Pedagogic Unit’s 

affordances for academic training (comprising of 

academic reading tasks and speaking advice) enabled 

participants to:  

 

5.2.1 a) Understand academic texts at a conceptual level 

 

The affordances of a Moodle pedagogic unit can be understood as the value of the 

training course in enabling students to successfully achieve their course goals. The 

second interpretation refers to the affordances of Moodle as an online learning 

environment and the opportunities this offers for creating an academic training course. 

Moreover, as it was mentioned in section 2.3.2.1, the comprehension of academic texts is 
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an advanced skill which requires focusing on specific terminology by underlining key 

concepts or keywords (Sarig, 1987; Amer, 1994) and then to plan and depict the 

relationships of specific article terms with the use of concept-mapping  (Amer, 1994; 

McCagg & Dansereau, 1991) to develop conceptual understanding.  

The Moodle platform facilitated the process of understanding academic structure 

in a number of ways. The students were already expecting which elements could assist 

with academic article comprehension, there was pre-existing knowledge about academic 

standards in general and expected a few quality criteria to be met. Moodle also offered 

the opportunity to support the creation and use of tasks that enabled students to draw 

diagrams of the article's structure. The students experimented with a variety of formats 

and although their outputs were initially mainly focusing on the structure of the article 

either representing it by using headings or concept maps and not so much on depicting 

relations between concepts, they finally managed to improve. Moodle also offered the 

opportunity to students to visualize structure by materializing it to orient their attention.  

Given that most research to date on STI has focused on grammar, the current 

project was innovative in using an online environment and employing an STI approach to 

EAP training. In principle, there is no reason why STI “could not address any aspect of 

language, including pragmatics, vocabulary, discourse, and figurative language” 

(Littlemore & Low, 2006: 8). Therefore, the focus of the current study was on two 

features such as visualization (i.e. materialization) and verbalisation, which are quite 

different from most approaches to language instruction and which have very innovatively 

contributed to online EAP teaching.  

Negueruela’s study (2003) presented extensive evidence that documents these two 

features of the learning process similar to the present study but for a different subject 

matter. Working with college students enrolled in a L2 Spanish course, in his study 
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Negueruela (2003) developed pedagogical units on three relevant grammatical concepts: 

Aspect, mood, and tense. He treated the assigned grammatical concept as the minimal 

unit of instruction for each one of those conceptual units; each concept was then 

operationalized in charts and diagrams (conceptual tools) that could be assigned 

psychological status; and finally verbalization activities focusing on the target concepts 

were assigned. 

Negueruela (2003) reports that even though development was not even in all the 

participants, their performance in production of the formal features associated with the 

targeted concepts improved towards the end of the semester (especially in their written 

production). Negueruela proposed that this improvement in the use of the explored 

grammatical forms was due to development on their conceptual understanding. As a 

result, the present study’s student conceptual ability reached the stage of synthesing 

information from a critical and evaluative perspective (4.2.1.3).  

In the second day of the training, the online activity of the users revealed more 

action in areas that involved skills such as distinguishing key ideas, understanding key 

academic concepts, identifying the function of specific sentences within the text and 

summarizing. The students’ high task scores in exercises that required forming term 

definitions critically and in the glossary creation (4.2.1.1), were received as indicators of 

successfully achieving the course goal of understanding academic concepts. This was in 

line with Amiryousef, Dastjerd & Tavakoli’s (2013) study results which revealed that in 

their online teaching of reading by following an STI approach, both bottom-up and top-

down strategy use was observed. However, a prominence of bottom-up processes was 

evident.  

Moreover, during the last phase of the current study’s training, more action was 

witnessed in areas that involved skills such as article evaluation, understanding key 
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concepts, identifying a purpose for reading and identifying the author’s purpose and tone. 

The training led to an increasing number of basic reading strategies that were employed 

by the students. Regarding the understanding of concepts and article evaluation, all 

students were successful in creating content outlines for presentations and evaluating 

concepts, to deliver a presentation that could clearly reflect on the main ideas of the 

article. Two more skills that were developed and reveal information about the level of the 

users’ conceptual and critical ability was identifying a purpose for reading and the 

author’s purpose and tone. This was evident from their efforts to locate the main ideas 

and create an outline that could lead to the creation of a presentation (which was the 

students’ purpose – section 4.2.2.1).  

Moreover, EAP has received criticism for ‘skilling up’ students rather than taking 

a critical approach, ‘literacies’ approach appropriate to the rapidly globalizing contexts of 

the twenty-first century (Doherty & Singh, 2005; Lea & Street, 2006). In her study, 

Wilson (2014) investigated how EAP reading pedagogies in Australian universities are 

responding to this call for a more critical approach, by conducting an ethnographic-

ecological methodology (van Lier, 2004) to gain an understanding of reading pedagogy in 

three EAP learning environments. The data, which were also taken into consideration for 

the creation of the current Moodle pedagogic unit, suggested that conditions for such a 

pedagogy entail a negotiation of goals, texts and tasks which present high challenge as 

well as high support (Hammond & Gibbons, 2005). The research also recommends that 

practitioners act to set up learning environments which scaffold students’ direct 

engagement and dialogue with texts, so that they are enabled to construct meaning, and 

develop an emerging identity as critical readers.  

During the last phase of the training and with regards to understanding concepts 

and article evaluation, all students were successful in creating content outlines for 
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presentations and evaluating concepts to deliver a presentation that could clearly reflect 

the main ideas of the article. Two more skills that were developed and reveal information 

about the level of the users’ conceptual ability was identifying a purpose for reading and 

the author’s purpose and tone. These skills were employed by 10 out of the 13 students 

(section 4.2.2.1). Sterzik & Fraser (2012), is one of the few examples which –as in the 

case of this study - have employed concept maps to foster students’ reading 

comprehension and diagram creation. The authors acknowledge that text-based 

comprehension (Kintsch, 1998) alone is not sufficient for academic success and that prior 

knowledge application to define purpose(s), to verify hypotheses, and to infer and 

question content is also required (Macaro & Erler, 2008). The authors contend that 

specific teaching tools towards this direction have not been developed. Therefore, in this 

innovative approach Reading Comprehension MAP for Situation-based comprehension 

(RC-MAPS) was employed as an instructional technique which focused on the two skills 

that were mentioned earlier. 

Regarding the Moodle environment of the training, the students’ activities made 

use of specific characteristics that the environment offered such as: reflection, 

interactivity, and peer support. More specifically, 9 of the students used the Moodle 

facilities to revisit parts of their work that they uploaded online and reflect on their 

previous activity. A total of 13 students were actively involved in peer-feedback activities 

and this has significantly increased the potential of the Moodle environment to offer 

interactivity opportunities. Moreover, the contribution of peer support was also important: 

7 of the students received critical and supportive feedback on their work whereas 3 

students claimed that the comments that were addressed to their work where slightly 

stricter in nature. Thus, it is also worth noting the potential of Moodle to enable course 

designers to create learning spaces that draw links to other VLEs. 
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Although Moodle is not designed particularly for language teaching purposes, it 

offers a number of useful learning tools that can be employed in EFL/ESL contexts or 

teacher training projects (2.4.3.2). For instance, Suvorov (2007), Su (2003) and Meurant 

(2008) suggested its use for ESOL (English to Speakers of Other Languages) writing 

classes since the typical Moodle course affordances offer a set of tools that enable the 

integration of a broad range of assignments, activities, and multimedia resources.  

By the end of the current study’s training, the students’ activities made use of 

specific characteristics that the environment offered such as the following: reflection, 

interactivity, peer support, interaction and glossary use. Regarding the latter, Stanley’s 

(2007) study is an example that focused on vocabulary acquisition in an intensive reading 

course while using Moodle. He reported the summary of a student generated glossary, 

similar to the one created by the learners in the present study, that provided students with 

necessary vocabulary items and a variety of opportunities to see the items in different 

contexts. He concluded that Moodle and its glossary module in particular have been of 

immense help to practitioners while offering learners opportunities to learn vocabulary 

well beyond the classroom. For the present study’s purposes, the creation of the glossary 

was also a type of materialization task which allowed learners to concretise abstract 

concepts and create a list of the most essential ones to direct their learning process and 

focus. 

Furthermore, the contribution of peer support in the current study was also 

important, since it enabled all students to receive critical and supportive feedback on their 

work and there were no negative comments regarding the quality of feedback (4.2.2.3). 

Meurant (2008) discusses that Moodle has a special potential in EFL education to 

promote students’ development of L2 digital literacy because Moodle forces English to be 

used exclusively throughout a course website and the meta-language can be made the 
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target L2. This has significant impact on aspects such as designing verbalisation tasks 

which can encourage learners to reflect on target language use only and internalize 

knowledge. 

Regarding the level of interaction among students, this was a variable that has 

increased 40% during the third phase of the training. The nature of the tasks that Moodle 

supported and the scaffolding assistance that was provided (i.e. the workshops) offered all 

users the opportunity to interact more, peer-review their work, look at other products of 

work and reflect on their own progress. 

 

 

5.2.2 b) Effectively deliver an oral presentation for academic 

purposes 

 

Academic oral presentations are quite demanding and pose a challenge for 

learners (2.3.2.2). As Flowerdew and Peacock (2001) argue, academic speaking is a very 

important aspect of EAP training. However, it tends to be neglected as a skill as 

“compared to the research article, which is the most researched academic genre, little 

work has been done to describe the spoken academic genres” (2001: 189). Most of the 

research in this field though has focused on identifying the elements of successful 

seminar participation to address the learners’ problem with seminar speaking (Lynch and 

Anderson, 2001: 188). However, a very important aspect of academic speaking is the oral 

presentation and the present study aims at covering this gap.  

The Moodle platform has also enhanced the students’ understanding of the 

elements of a successful oral presentation. The online activity of the users revealed more 

action in areas that involved skills such as article evaluation, understanding key concepts, 



291 

 

 

 

identifying a purpose for reading and identifying the author’s purpose and tone. A 

number of basic reading strategies were employed by the students which revealed their 

tendency to exploit features of the article to achieve better understanding (4.2.1.4). 

The main training for oral presentation creation and delivery was offered during 

the last day of the training, which involved students in tasks such as ranking different text 

types from the most informal to the most formal. These tasks would reveal whether the 

students were in a position to recognize formality in academic texts (Appendix 44). This 

reveals that through the practice exercises the students practically explored the concept of 

formality and managed to move from the practical (material) level to a conceptual 

interpretation of the term at a mental level. 

The main reason for focusing on this aspect of online training was the fact that 

most Moodle studies focused on designing online speaking courses that involved videos 

or interaction tasks but not on preparing students for academic oral presentations. 

Moreover, the studies that would research oral presentation training would tend not to be 

online or not to be conducted within a SCT or STI framework. Therefore, the 

implications for EAP teaching are that “genre-specific speaking courses and tasks may be 

necessary and that EAP teachers need to prepare students for comprehension of and 

participation in a variety of academic lecture/presentation formats” (Ferris & Tagg, 

1996). 

Moodle offered the opportunity to create a summary writing task for students to 

reflect on the steps they take for summary writing before creating an oral presentation. 

The task results indicated that students managed to demonstrate significant progress with 

their level of conceptual ability by being able to develop at an Evaluating and Creation 

level (4.2.1.4). More specifically, the high achieving students could summarise 

information successfully through various tasks and plan/organise information in a critical 
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way to communicate ideas. In detail, the students were asked to reflect on the process that 

one needs to follow to write a summary and create a step-by step guide with instructions 

for this. In these cases, the students were successful at critically evaluating the main areas 

to be included in the article (evaluation) and were also able to propose steps for the 

synthesis of a summary (creation stage).  

The previous skills were also found to be successful in Boivin’s (2013) study, 

which investigated the use of theme based content and language integration in an English 

Foundation course at a higher education institution in Malaysia. The study’s results 

indicated an increase in motivation in speaking as well as greater comprehension of 

content terminology and topics. The process entailed skills such as writing an article 

summary, note taking, creating or designing graphic organizers (i.e. diagrams, etc.), 

critical analysis of arguments, and reflection. However, ultimately it was the design of the 

process which facilitated increase in student overall motivation within this EAP context.  

Moodle also offered the opportunity for the creation of presentation outlines 

(3.9.2.1.4) in the present study. Regarding concept comprehension and article evaluation, 

all students were successful in creating content outlines for presentations and evaluating 

concepts to deliver a presentation that could clearly reflect the main ideas of the article. 

Two more skills that were developed and reveal information about the level of the users’ 

conceptual ability was identifying a purpose for reading and the author’s purpose and 

tone. This was evident from the students’ efforts to locate the main ideas and their 

attempts to create an outline that could lead to the creation of a presentation (which 

functioned as the students’ purpose). 

This was in line with Dashtestani’s (2013) EAP project which focused on 

exploring the use of EAP oral presentations with 533 Iranian students. His study assessed 

the English for academic purposes (EAP) students’ perspectives on the use of PowerPoint 
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presentations in EAP instruction. Potential obstacles to the use of oral presentations in 

EAP courses were found such as the learners’ technical competence or their ability to 

introduce content to the slides wisely. However, the results, confirmed that as EAP 

instruction is based on learner-centered and student-oriented approaches to pedagogy, it is 

crucial that future EAP courses will be developed based on what EAP students will be 

required to perform such as academic oral presentations.  

The next step after the presentation outline was for the students to expand on it 

and create the content of their presentation based on the treatment article. Further to all 

the previous data, the oral presentations enabled all the participants to verbalise the 

concepts that were schematically depicted on their concept maps during this three day 

training and demonstrate their ability to function at a mental level. The verbalisation stage 

is considered very important for internalizing concepts and for guiding the learners’ 

development in the use of L2 concepts for meaning making (Negueruela & Lantolf, 2006: 

84). The activities at the verbalisation stage aim at encouraging learners to utilize “the 

conceptual knowledge that has been internalized” (Swain, 2009: 22) and to mediate their 

conceptual understanding. Two important processes that promoted the development of 

conceptual knowledge were visualization of the concept in the form of a concrete schema 

(i.e., materialization – concept map) and verbalisation of this knowledge in the learner’s 

own words. Visualization provided “external auxiliary support (i.e., mediation) of the 

internal mental activity that preceded communication” (Leontiev, 1981:9). Learners in the 

present study employed concept-mapping visualizations to mediate their understanding of 

the concepts and content of academic readings as well as to support their subsequent oral 

presentation performance, wherein the necessary concepts were actualized in concrete, 

goal-directed activity.   
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Moreover, the feedback exchanges that were enabled with Moodle facilitated the 

revision processes. The success of the Moodle feedback and tasks was evident on the 

final day of the training when the students delivered an oral presentation on the topic of 

the article they were working on (“Noticing”) by consulting their concept maps only. The 

format of the oral presentations was that of the pre-treatment sessions and the theme of 

Coverage and Relevance when the students delivered their presentations was the most 

successful, since they managed to focus on the topic, and identify the major areas which 

needed to be addressed (Table 4.30 & 4.31, 4.2.3.1.2 & 4.2.3.2.1, respectively).  

In general, the Moodle training appeared to enable students to adopt an improved 

presentation organization. The analysis of their concept map related links (on which their 

presentation was based) reflects the students’ higher conceptual ability at the moment (as 

they are able to establish/describe connections between concepts). According to the 

evaluation of conceptual development that was described in 2.3.5 (p.67), being at the 

highest level of conceptual ability involves using old ideas to create new ones, 

generalising from given facts, relating knowledge from several areas and predicting or 

drawing conclusions. The students in the current study adopted a slightly more advanced 

presentation structure as it can be seen in section 4.1.3. At the treatment stage it was 

obvious that the students were capable of submitting a quite satisfactory academic 

presentation. However still, with regards to the critical comparison and contrast of ideas, 

the oral presentations indicated that five students required additional practice. This has 

also revealed information about the students’ conceptual ability which during the 

treatment had significantly improved for a number of students (6 students have managed 

to incorporate an element of critical evaluation of the article’s main concepts).  

When evaluating the affordances of Moodle as an online learning environment, it 

was examined as a knowledge-centred, community and assessment based environment 
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for learning (Moodle Docs 2008c). Moodle possesses easily configurable features, 

allowing the creation of student assessment processes (in the forms of quizzes, online 

tests and surveys) (Itmazi, 2005; Legoinha; 2006), besides offering a wide range of 

additional tools to enhance the teaching and learning process. For the specific course 

Moodle hosted links to websites, the upload of pdf and word documents, embedded Hot-

potato exercises (exercises created by using a web-authoring software) and it also 

supported a large variety of task types (Appendix 4). The platform also offered a variety 

of networking forums to support the share of knowledge among students, to enable 

learners consult a guide and orient their actions before they work at a material level 

(2.1.3). 

An online workshop environment was also offered, which helped towards 

establishing a sense of community online during the training. The students were initially 

invited to submit their work, then the tutor could choose to randomly assign student work 

to other students for peer-assessment or to select the students that would review a specific 

piece of work. Apart from the previously mentioned workshop area, Moodle enabled 

students to use a chat space if they deemed it necessary. For the purposes of the present 

study and as the students were working on specific tasks within a computer lab 

environment the use of a chat space was not considered to be necessary and the students 

should focus on exploiting the available scaffolding features that were offered online 

instead of asking for help. In addition, the Moodle platform offers the opportunity to 

provide students with a record of activities over the training period. The relevant features 

that were found to offer this type of support included forum discussions, an email 

notification system which informs students of relevant action online and records of task 

score performance for each online completed task with automated feedback.  
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With regards to establishing a pedagogic unit that can foster the students’ self-

assessment and reflection, Moodle offered students the opportunity to receive peer-

feedback in the forum areas but also to view the feedback comments on their fellow 

students’ work and reflect on their progress. Learners could access course contents in 

different formats (text, image, sound), and interact with instructors and classmates, via 

message boards, forums, chats, or other types of communication tools (Sanchez & 

Hueros, 2010). Moodle also offerred a set of configurable features, to facilitate the 

creation of the online course (Paulsen, 2003). Another opportunity for reflection on 

individual work and progress was offered during the workshop tasks when the students 

could receive comments on an online assessment form from another student. Along the 

same lines, Moodle also offered students the opportunity to access their scores on a 

portfolio which allowed them to reflect on their progress on a daily basis. 

Simultaneously, these perspectives assume that the learners were active participants in the 

construction of how they learned. They related themselves to others and to the learning 

task based on their educational background, their individual goals, and their motivation 

within a socio-cultural context (Lantolf & Pavlenko, 2001; van Lier,2008).  

 

5.3 RQ3: How have the various scaffolding mechanisms 

in each task supported: 

 

5.3.1 The successful completion of the tasks 

 

During the online training, the students’ tasks were supported by various online 

features whose purpose was to enable students to complete the tasks successfully. As it 
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was mentioned in section 4.3.1.2 (Appendix 46), scaffolding was found to be useful for 

successfully completing the tasks for 10 out of 13 students in total.  

The scaffolding features which helped complete a task the most included 

comment boxes, retries, built-in hints, example answers and the forum areas. Based on 

the research findings, these specific scaffolding features are suggested for use in online 

environment training and for specific task types. Researchers who have analysed the use 

of computers for assisted learning scaffolding include Davis and Miyake (2004), 

Demetriades, Papadopoulos, Stamelos and Fischer (2008), Yelland and Matsers (2007) 

and Zydney (2010). Sale and Zimmerman (2004) describe the instant feedback, 

computation power, graphical representation and interactivity of digital environments as 

positive characteristics for user data collection and rule induction. They believe that users 

who are given sufficient scaffolding can refine their strategies resulting in greater 

learning effectiveness.  

More specifically, the comment boxes are recommended for tasks which enable 

feedback interaction with peers or with the tutors after completing a specific task. The 

success of this scaffold type lies in enabling students to verbalise their ideas and scaffold 

each other’s development by commenting on the elements that could be improved. 

According to Kim and Hannafin (2011), this is an example of dynamic scaffolding which 

provides interactive methods to assess learners’ progress and provide feedback in 

response to differential learners’ needs (e.g. cues and prompts). 

The forum areas were found to be most effective for posting work under a specific 

work topic so that all answers appear in an organized way and then the relevant feedback 

would be posted there too. Their role was both to discuss about the task’s completion 

(process and steps) but also to provide feedback after the task was completed (scaffold 

progress). The retries were most appropriate for multiple choice tasks, quizzes and maze 
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activities mostly to offer students the opportunity to understand task instructions better 

and re-attempt the task (encourage motivation). Moreover, the re-attempt could reveal if 

the feedback that is provided after an unsuccessful attempt is assimilated in the second try 

to complete the task. 

 Apart from retries, built-in task hints are appropriate scaffolds for fill-in the gap 

tasks or for tasks where students are required to enter information and they need 

clarifications or a clue (but not the answer) to understand how to complete the task. The 

hints were successful since they oriented the students and ensured they maintain a focus. 

As Kim and Hannafin (2011) state, the previous are examples of static scaffolding which 

is provided in the form of fixed directions, procedures or information that typically do not 

involve negotiation between the students and the scaffold source (e.g. text, tool, or 

technology). In these cases, learners assume responsibility for regulating the amount and 

pace of scaffolding or this could depend on their performance and they determine which 

scaffolds are deployed (i.e. in case further explanation is required during a task). 

The example answers in the current study were also found to be very successful 

for task completion since they enabled students to consult an example before attempting 

the task themselves. As a scaffold this is recommended for tasks that require an amount 

of planning from students (i.e. diagram or concept map creation, presentation creation, 

etc.) to enable students to focus on the process of completing a task and on the successful 

elements of a task. Lin et al’s (1999) study has also explored the use of process prompts 

which included sample answers and found that these were the second most successful 

scaffolding features employed in their training course.  

However, there were also a few scaffolds which did not contribute a lot to 

successful task completion. These included task completion indicators which indicated to 

students the parts of an exercise and the extra work needed in order to complete it. 
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Although a few students mentioned that this would help them plan their task actions (4 in 

total), the majority of the students (9 in total) argued that it imposed additional stress 

about what was still left to be completed. Therefore, this scaffold feature should be used 

for relatively small tasks or in cases where students have the freedom to revisit a task and 

are not required to finish a task. The findings agree with Lin et al’s study (1999) who 

focused on the same types of scaffolding and whose research indicates that this type of 

support was also conducive towards improving the learners’ performance.  

Regarding suggestions about how the scaffolding options could have helped 

students proceed with completing tasks successfully, more external links to websites with 

examples of how to perform a specific task such as creating a concept map could have 

been used. This should be attempted because procedural scaffolds guide the student in 

addressing operational aspects of the learning environment. It would have also been 

helpful if during workshops the students’ work was allocated for marking and peer-

feedback anonymously. Lin et al’s (1999) study also reports the students’ reserved 

predisposition when exposed to the work of a fellow student compared to their control 

group, where students would mark anonymous work and they would be more objective 

and relaxed. Finally, more feedback comments could be provided to the students who 

make mistakes if they wish to see more examples with regards to a specific suggestion. 

These would assist students in assessing their state of understanding, reflect on their 

thinking and monitor their problem solving processes.  
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5.3.2 The participants’ ability to understand academic texts at a 

conceptual level and deliver an oral presentation for academic 

purposes 

 

As it was mentioned in the Literature review chapter (2.3.2.1, p. 55), enabling 

students to develop their reading skills within an STI didactic model was treated as 

closely linked to the use of higher order cognitive processes such as planning their 

learning via predictions, paying voluntary attention when scanning for specific 

information, summarising sections of text and monitoring their reading frequently. 

Therefore, the students for the present study were expected to plan their approach when 

reading a text by identifying top-level structures (Smith & Edwards, 1997) or by 

formulating self-generated questions (Padron & Waxman, 1988). The students were then 

trained to focus their attention to specific terminology by underlining key words and 

concepts (Sarig, 1987; Amer, 1994);  then to plan and depict the relationships of specific 

article terms with the use of concept-mapping (Amer, 1994; McCagg & Dansereau, 1991) 

to develop their understanding of concepts. Therefore, the students’ reasoning processes 

were employed for selective note-taking and then planning the structure of notes for 

summary creation.  

The online scaffolding features that helped learners understand academic texts the 

most included both micro-level and macro-level scaffolding mechanisms. At a micro-

level, the scaffolds included retries, redirections, built-in hints and pop-up feedback 

comments. The redirecting mechanisms oriented the students and drew their attention to 

sites or resources that facilitated the comprehension of the reading context. In Watson and 

White’s (2012: 316) study, “the sequences of activities were scaffolded with optional 
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help and feedback, while the tutor also assumed the role of “scaffolding student 

understanding of content through online discussion and feedback”.  

Moreover, their course offered thematic forum discussions each week with live 

chatting sessions between the students, leading to an assessed reading task and formative 

vocabulary tests with automatic feedback. Given that this was a distance learning 

programme, the scaffolding assistance was successful without any face-to-face contact 

with the tutor and this was encouraging for the present study too which offered similar 

online feedback, scaffolding features on Moodle and forum discussions. 

Moreover, the built-in hints in the current study enabled text comprehension by 

offering explanations for specific terminology for gapfill tasks, quizzes, mazes but also 

for tasks where students would enter their answers. The hints enhanced the students’ 

voluntary attention to concepts and enabled them to scan for specific information more 

successfully. Pop-up feedback comments would appear after the students’ entered 

responses to quizzes, mazes, gapfills or multiple choice tasks and their success was in line 

with the success of retries, since if the feedback was assimilated by the learner then the 

retry was successful. Therefore, the retry indicated the success of the feedback in 

enabling students to plan their actions after realizing that the first answer was wrong. The 

fact that random guesses were very low (4.2.1.1) indicates that the feedback was 

successful. 

The scaffold that enabled learners to understand academic texts at a macro-level 

was the glossary since it enabled learners to enter definitions and check them later for the 

completion of various tasks. Moreover, the use of forums ranked second. An example is 

provided by Narelle Clarke’s (2015) study which is probably the most recently produced 

research output regarding the use of Moodle to research the development of academic 

reading skills and its scaffolding affordances in terms of creating autonomous academic 
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readers. In her action research project she designed online reading tasks and scaffolding 

assistance was provided in the forum areas both from the tutor and the students who 

worked in collaborative groups. Moreover, the students entered journal entries once a 

week which offered them the opportunity to reflect on their activities and significantly 

develop their meta-cognitive skills. Although in the current study students were not 

collaborating for task completion, the reflective Moodle options and forum scaffolding 

were implemented in similar ways and were successful. 

The micro-level scaffolds that helped learners understand academic texts the least 

were the task progress indicators. This is mainly because they targeted the students’ 

motivation or plan of actions when performing a reading comprehension task. In detail, 

this scaffold would have been more effective for short quiz type tasks that do not have a 

lot of parts to stress the learners. 

When turning to the delivery of oral presentations, the scaffolds that appeared to 

have helped learners the most at a micro-level were the process models (example 

answers) and process displays (learner portfolios). The example answers were helpful in 

providing a material version of the task output. The examples’ role was also to guide the 

students in their attempts to produce their presentations and they were mostly used for 

tasks that required the creation of outlines, of identifying the main ideas and graphically 

linking between them. Tang (2013) also suggested that practitioners can upload 

documents of relative background information for speaking such as topic questions, 

chunks that are frequently used about the topic to the Moodle platform, which can 

successfully function as models for orienting the learners’ actions online to help them 

frame their oral outputs. Similarly, in the present study the students gradually produced 

documents with article comprehension questions to guide their understanding of concepts 

that would later on be used in their oral presentations. 
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The learner portfolios in the current study were also helpful with offering students 

the opportunity to review their online activities and tasks and to plan for locating the 

information that was useful for creating an oral presentation. At a macro-level, the forum 

discussion area was very popular with students and enabled them to consult others with 

regards to planning their presentation outlines or the order in which the various 

presentation parts should appear.  

Therefore, at a micro-level, the process models (instructions) and process displays 

(task progress indicators) were the least helpful for preparing students to deliver oral 

presentations. At a macro-level, all the related scaffolding mechanisms were supportive 

and enabled students to discuss their presentation outlines or to consult the glossary for 

additional support with terminology. The only downside of the workshop peer-

assessment session was the lack of anonymity for the provided feedback. Linardopoulos 

(2010) has also found similar results. His study in the teaching of a public speaking 

course in English was delivered in a fully online setting provided by the Blackboard 

interface which is very similar to Moodle. Students in the online section were required to 

view Powerpoint lectures with audio and participate in discussion boards weekly. The 

evaluation for the online section also included three quizzes. Students were required to 

write, deliver and submit either streaming video online or via VHS/DVD an informative 

speech and a persuasive speech. There were no face-to-face meetings and no synchronous 

conversation or discussion options available through the Blackboard interface. This is one 

of the only studies that employed an environment very similar to the one of the current 

project for the training and delivery of oral presentations online and revealed the positive 

role of process models and prompts towards the training. 
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5.4 RQ4: What were the participants’ opinions and 

attitudes towards: 

 

5.4.1 The Pedagogic Unit 

 

The study has also focused on exploring the students’ views about four different 

factors of the project which include the Pedagogic Unit, Moodle as a training platform, 

the tasks and scaffolding mechanisms. The positives of the Pedagogic Unit include that 

the students recognized they could develop their academic reading and speaking skills 

mainly with the tasks that required concept map creation, the quizzes and the oral 

presentation outline. Moreover, regarding the new content that the unit was successful at 

promoting, students gradually developed the opinion that this attempt was successful 

(4.4.1). The unit was also organized and content was logically presented. The negatives 

included that students would at times need the tutor’s explanations to proceed to the next 

task and the academic articles that the pedagogic unit employed were lengthy but 

interesting in terms of topic (4.4.1.2). Therefore, suggestions for the unit and for 

prospective units would be to expand the number of sessions over a period of week to 

create shorter sessions.   

This was not unexpected because Lin et al’s (1999) study mentioned that the 

students who worked on online training courses required at times the assistance of the 

tutor to solve quick queries. This was an issue that in Pereira’s (2012) study was 

addressed by allowing learners to receive advice and tips, for their oral production, and 

by watching a parallel, exercise-synchronized video.  
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5.4.2 The pedagogic environment, i.e. Moodle 

 

Regarding the Moodle platform, the students could comment on both the 

positives and negatives (4.4.2). In general, the findings indicated that student views were 

positive about the visual stimulus of the exercises and about the fact that Moodle offered 

this option while making the experience quite fast. As a platform it was easy to use and a 

tutorial was also conducted for the students (4.4.2.3). However, it might have been useful 

to offer a manual for Moodle use or navigation that students could consult at home. This 

was mainly because students would at times need the tutor’s explanations on how to get 

to a specific Moodle section (4.4.2.1). Section 5.4.3 which follows will focus on 

discussing the findings about the students’ comments on the pedagogic tasks. 

 

 

5.4.3 The pedagogic tasks (i.e. reading tasks and oral 

presentation) 

 

The positives about the tasks included student satisfaction with the questions, the 

order of materials and their relevance to their needs. More specifically, students remarked 

that the tasks were successful in terms of providing EAP training (12 out of 13 students, 

section 4.4.3). The types of tasks that were most favored included quizzes, mazes, 

workshop activities, concept maps and matching exercises, whereas the least liked 

included reading comprehension and summarizing. In Silva’s (2012) study, the learners 

were also able to use and produce material and tasks integrating text, image and voice in 

their individual or group projects. Although the learners were studying different 

languages (some groups were learning English and others Portuguese), all students 



306 

 

 

 

perceived these tools as essential for their progress, as evidenced in a survey carried out 

at the end of each course. This study was encouraging for the current project, since in our 

case students also had to integrate materials such as mind maps and diagrams and develop 

actual presentations from them. Regarding the two least liked exercises that are 

mentioned earlier, this might be due to the length of the academic article that students 

were working with as some felt that it was too long. 

Regarding the negatives of the general task features, the students found that the 

major concern was the time available for the completion of tasks (Appendix 50). A 

number of tasks would take longer to complete and an alternative could be to assign them 

for homework. There was student preference for more quiz and maze format tasks due to 

their brief and informative character. This was also mentioned by Linardopoulos (2010), 

who conducted both short term and long term studies. His study is the only study that 

employed an environment very similar to the one of the current project for the training 

and delivery of oral presentations online and revealed the positive student performance at 

quizzes and maze format tasks and their attitudes towards the training. 

The most time consuming were the term ranking exercises and the concept map 

creation tasks during Session 1. However, despite these notes, students were commenting 

on how various tasks would link to one another (i.e. the sequence of tasks in Session 2 

and then how this linked with tasks in Session 3). Section 5.4.4 which follows will focus 

on discussing the findings about the students’ comments on the scaffolding mechanisms. 

 

5.4.4 The scaffolding mechanisms 

 

The positives of scaffolding were that students found the features to invoke 

interest, to offer variety and to function and work properly during tasks (4.4.4). The most 
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successful scaffolding features to be recommended from this study were the forum, 

workshop, instructions and task examples. Workshop feedback was found to be useful in 

enabling students to identify problematic cases with their concept map creation tasks 

(4.4.4.3). This was also in line with the reported effectiveness of online peer-feedback in 

Lin et al’s (1999) study, who had also concluded that peer feedback can improve the 

students’ task performance. However, regarding the forum area, the students expressed a 

few concerns as they did not trust their peers’ comments for anonymity reasons. This was 

not mentioned as a possible drawback of the specific feature in Fu’s (2009) study, 

however, it was expected that students could be reserved for politeness reasons.  

The negatives in the discussion about scaffolding mechanisms included that 

students would occasionally face navigation problems and would consequently not be 

able to locate concept map examples (scaffolds) within the training unit. This might had 

been because students needed additional time to adjust to this learning environment. 

Moreover, a possible suggestion for the types of feedback would be to introduce more 

example tasks to offer more scaffolding options to students.   

In general, the study has contributed to a variety of areas. STI as an approach 

called for more exploration of potential applications which so far addressed grammatical 

aspects. The present study enhanced the fact that STI can address any aspect of language 

including the teaching of concepts to support EAP reading and speaking and that as an 

approach it can also have online applications. Moreover, as STI investigations have been 

employing tangible materials thus far, in the current study these representations were 

transferred in an online environment, with the form of concept maps. Therefore, the 

potential applications of concept maps for training purposes and especially online were 

also explored. Moreover, the online factor allowed for researching the affordances of 

Moodle as a space for EAP training and L2 teaching in general. This STI study has also 
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combined screen and audio recordings of online activity with 13 participants which 

yielded a large amount of qualitative data (given that in most STI studies a smaller 

number of participants in employed).  

With regards to Moodle, the study has contributed into exploring whether it could 

help students develop their speaking and reading skills, if Moodle could foster work 

within the learners’ ZPD and if its features could scaffold the learners’ conceptual level. 

The potential of scaffolding to support online teaching and internalization of EAP 

concepts was also examined. The study has also contributed to research in the academic 

speaking field and particularly in oral presentations as most of the studies so far were 

focusing on seminar participation. More specifically, the role of verbalisations during oral 

presentations for speaking development was explored and whether verbalisations could 

be used to assess conceptual development by using retrospective self-regulation and 

verbalization tasks. To this end, Bloom’s taxonomy was also revised to adhere to SCT 

principles and explore critical thinking and conceptual development. This could have 

future applications in other fields apart from Applied Linguistics such as in broader 

educational research studies.  

The following section will offer a conclusion for this study by focusing on the 

most important findings and messages. It draws conclusions based on the discussion of 

the research results of the main study presented in Chapters 4 and 5. Limitations about the 

main study will also be discussed along with the implications of these findings for online 

EAP teaching within a SCT framework. 
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6. Conclusion 

 

This chapter draws conclusions based on the discussion of the research results of 

the main study that were discussed in Chapter 5. Limitations regarding the main study are 

also acknowledged and addressed. Moreover, the implications of these findings for the 

teaching of L2 English within an academic context are also discussed. Finally, 

recommendations for further research on the topic are suggested.  

 

6.1 Pedagogical Implications  - STI 

 

The present study has a number of implications for the employment of Systemic-

Theoretical Instruction in the English language teaching field and for EAP training in 

general. The findings of the study are not particular to Applied Linguistics but could also 

be applicable to other disciplines. The following two sections will summarise how EAP 

concepts were perceived as meditational tools in this study and how their materialization 

drove the learners’ conceptual development forwards. 

 

6.1.1 EAP concepts as mediational tools 

 

The implementation of STI in this study as a meditational tool for enhancing EAP 

training, demonstrated that learners were able to develop a deeper conceptual 

understanding of the academic articles they were working on. In the findings of the study, 

learners demonstrated the ability to provide detailed oral presentations on the topics of 
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the academic articles they were working with that included instances of functioning at a 

higher mental level in their post-tests following their STI sessions. Moreover, all learners 

benefited from the STI approach as they could make connections between the pieces of 

information presented during their EAP training which they did not appear to be aware of 

in the initial stage of the study. 

 

6.1.2 Materialisation of concepts as tools for driving conceptual 

development  

 

Another fundamental aspect of STI is the role of concept maps and other 

organisers in fostering learners’ understanding of the EAP concepts in question and to 

achieve a higher level of conceptual development in a field. Within the STI approach in 

this study, learners were exposed to Schemata for orienting their basis of action 

(SCOBAS) in the form of concept maps to help them gain a deeper understanding of the 

presented concepts, of the main academic article and oral presentation structure and of the 

concept meaning relations. The maps could be used to influence the processes students 

use to understand an academic text: asking students to create maps that depict academic 

article structure (Fig. 3.14), maps that reveal the relationships and connections between 

the main concepts of the article (Appendix 11), or even constructing maps that show the 

processs and the steps one needs to take to write a summary or to create a presentation 

(Fig. 3.13). Another important function of the maps was to organize the students’ ideas 

when delivering an oral presentation during the pre and post-treatment tasks. 

To capture conceptual development within an EAP context Bloom’s taxonomy of 

cognitive abilities was revised in order to reflect the prinicples of the STI approach. This 

modified version of the taxonomy is in line with a process of development seen through a 
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SCT prism and as being closely linked to higher order cognitive processes. It can be 

employed to support understanding of critical thinking and conceptual development by 

analyzing the learner’s interactions within their ZPD, with other tools such as the 

computer or within their social interactions. 

As the ultimate goal of STI is to help L2 learners realize that they can use 

language to convey their meanings and communicative needs (within an academic 

environment in the present study), materials and approaches to EAP teaching should be 

aimed at creating awareness about the meanings implied by certain linguistic choices. 

Moreover, a further goal of STI is to ensure that learners will progress at a conceptual 

level and perform specific tasks, for instance without relying on the initially provided 

material support of the concept maps. Accordingly, consideration on the construction of a 

didactic model or teaching cycle must also emphasize the promotion of semantic 

understanding of abstract concepts to allow learners to generalize their use of the 

acquired knowledge to fulfill their various communicative needs within their context.  

 

6.2 Implications for Moodle online training and SCT 

pedagogies:  

 

There is a number of implications for the application of SCT pedagogies on 

Moodle online training. The following sections will outline the main considerations one 

should take into account to provide successful EAP training in online environments, to 

create a successful online course, and the guidelines for providing effective online 

scaffolding. 
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6.2.1 for creating an EAP online pedagogic unit and for task 

design 

 

Upon conducting and completing the present study, I would like to make some 

suggestions on specific guidelines that an online Pedagogic Unit should follow on 

Moodle to potentially support a successful online course but also for ensuring that the 

designed tasks can be successful. The guidelines that will be provided would potentially 

guide the creation of online courses that fall under the SCT framework pedagogies. 

With regards to creating an effective STI online Pedagogic Unit, course designers 

should ensure at first that specific principles are followed. More specifically, in the 

present study Galperin’s spiral model was followed (see 3.3) and it was translated into the 

2 main phases for the online Pedagogic Unit:   

 

1. Orienting in the purpose of the Pedagogic Unit; that is, explaining to students the 

importance of distinguishing between academic genres, involving the students in 

the process of creating an accessible collection of step-by-step guidelines for 

academic reading comprehension and speaking production. 

 

2. Main training (i.e. the tasks and the simulated presentation). These phases 

encompassed general problem situation questions for the training. These included 

for instance how we can best understand academic articles and the delivery of an 

academic presentation.  

 

With regards to successful task design, the findings of the present study have 

indicated that the sub-goals for the tasks should be classified as follows: 
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1) Acting at the material level - Solving a problem materially and through a 

modeling process (i.e. producing visual, graphic or schematic representations like 

diagrams of concepts after in-depth discussion of concepts).  

2) Acting at a verbal level - Performing the task verbally (i.e. negotiation for the 

modification of models, explaining ideas to self). 

 3) Acting at the mental level by generating possibilities and hypotheses and by 

cognitive planning (i.e. planning the delivery of a presentation, etc.). 

4) Application of the models (delivering the actual presentation based on 

comprehension of the reading materials – academic article). 

 

6.2.2 for designing online scaffolding 

 

When creating a Moodle pedagogic course to provide online training it is essential 

that different forms of online support and assistance should be provided to the users of 

the course. This should enable students to solve problems while performing tasks that 

would otherwise hinder or delay their progress and learning.  

In the present study, scaffolding the students’ performance was provided through 

Moodle tasks on two levels: the “vertical” and the “horizontal” ones. Scaffolding on the 

vertical level refers to the "total project scope" scaffolding whereas horizontal scaffolding 

provides blueprints of what to do at each stage in the sequence described by the vertical 

scaffolding (Whitehouse: 2007: 2). Moreover, Lin et al.’s (1999) and Fu’s (2009) 

scaffolding frameworks were incorporated and the scaffolding techniques and associated 

designs included the following: 

 Reflective social discourse (i.e. comment boxes, peer-evaluation, 

notification system with message alerts) 
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 Process prompts (i.e. built-in hints for the completion of the tasks) 

 Process displays (i.e. task completion and progress indicators, learner 

portfolios) 

 Process models (i.e. accessing exemplary answers, concept maps, external 

links, etc.) 

 Customizable options: sets of criteria for peer – assessment, sets of 

exemplary answers 

 

The findings indicated that process models and reflective social discourse 

scaffolding features were very popular and successful online. Moreover, it was found that 

the provision of scaffolding at a teaching unit level or at a task level was also successful. 

For the purposes of the Pedagogic Unit and the training programme (section 3.5.7) 

scaffolding procedures and tools were designed at two levels, according to Whitehouse 

(2007): 

(1) At a pedagogic and teaching unit level (macro-level); the scaffolding which was 

provided by means of a variety of resources was quite successful and included (in rank of 

success): the forum discussion area, the glossary that the students were asked to create, 

and the workshop area that was used for peer-assessment of the students’ submitted 

work.  

(2) At a task level (micro-level); the design for each task included a series of 

scaffolding mechanisms to provide graded and contingent assistance (Wood, 2001: 280) 

to the participants; there were clear instructions for task completion, examples of how the 

task should/could be completed and feedback comments were programmed to be 

provided by Moodle in certain cases right after students completed the whole task (i.e. for 

a quiz where the students had to select the correct answer) or after each task stage (i.e. 
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when the students completed a maze task and each question and answer would count). In 

some cases, it was also successful for scaffolding to be offered by re-directing students at 

an external link where they were able to view an example of a mind – map for instance.  

 

6.3 Limitations of the study and recommendations for 

future research 

 

The study has investigated STI, a pedagogical model based on Vygotsky’s 

principles, as a meditational tool for enhancing the teaching of L2 English within an 

academic context. It has also examined the role of scaffolding as a part of STI in relation 

to online teaching environments for L2 conceptual development. 

This study employed a comparatively larger group of participants to those studies 

reported within the STI and SCT field. It was an initial exploratory effort to apply STI in 

online environments and explore its potential to foster development. However, to 

ascertain the degree of effectiveness of STI as a pedagogical model for L2 English and 

EAP training in relation to other pedagogical approaches it is essential that further 

research, based on experimental research designs is conducted. Further studies, might 

also make use of a control group to measure development. 

Unlike traditional, cognitive and skills-based approaches to EAP teaching-

learning lessons that consist of many sessions, in the present study the main STI 

treatment session was short (i.e. three main treatment sessions). However, given that most 

of the current published studies to date that follow an STI approach are also short-term 

and that in the EAP field interventions tend to be of a smaller scale (i.e. pre-sessional 

courses), the implementation of the present study’s intervention is useful and necessary. 
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This is in order to speculate about the effectiveness of similar programs in situations 

where students are required to develop skills within a short period of time.  

Moreover, the materialization activity in this study (i.e. concept map creation) was 

restricted to the learners’ overt interpretation of their conceptual understanding of the 

academic article. As it was the main aim of the study to ascertain the role and value of 

materialization to promote L2 development, the only opportunity for the learners to make 

use of their conceptual knowledge in context relevant situations was the oral 

presentations that they delivered (at a pre- and post-treatment stage). This functioned as a 

way of further promoting internalization of the target higher mental functions and 

ultimately transferability of this type of knowledge. However, as learners in this study 

demonstrated conceptual development that was reflected in their post-treatment 

retrospective tasks and oral presentations, it can be concluded that they have been able to 

effectively progress conceptually but a delayed perhaps intervention would have also 

been useful in terms of exploring the wider use of this conceptual knowledge. The tasks 

that asked students to retrospect about their understanding of their readings might have 

also been affected by the students’ willingness to adopt mental processes and please the 

researcher or by the retrospection technique limitations (3.6.1.1). 

Findings from the study also indicate that further research is required to establish whether 

other online learning environments offer more appropriate spaces for online training or 

perhaps more advanced types of scaffolding during the learners’ online training. 

Moreover, as most of the current EAP research has focused on researching the 

development of specific skills online (i.e. mostly listening, reading and writing), more 

studies researching the development of academic oral presentation and speaking skills 

courses online should be conducted. 
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Appendix 2: Session 2 – Screen-capture data about 

scaffolding 

 

Action Type of scaffolding Average length of 

use in minutes per 

task per student  

Number of 

students (out of 

13) 

Successful 

completion 

of tasks 

Creating a step-

by-step guide 

Instructions 1 minute 8 11 

Feedback in the 

forum area 

2 minutes 12 11 

Answering the 

pre-reading 

questionnaire 

Peer feedback from 

classmates on forum 

4 minutes 13 11 

Teacher feedback 2.5 minutes 12 11 

Summarizing 

each paragraph 

in one sentence 

Feedback from 

looking at peer 

answers 

2.5 minutes 9 12 

Task instructions  11 12 

The general idea Instructions 1 minute 13 13 

Peer results 4 minutes 10 13 

Multi-task (Quiz 

and Glossary) 

Instructions 1 minute 13 11 

Feedback 1.5 minutes 9 11 

Creation of a 

concept map 

Task instructions 1 minute 13 11 

Peer feedback on 

forum 

3 minutes 8 11 

Teacher feedback on 

Forum 

3.5 minutes 13 11 

One-to one 

workshops 

5 minutes 6 11 

Identify the 

function of 

sentences 

Test feedback 3.5 minutes 13 13 

Score 1 minute 13 13 

Rate the terms Peer and teacher 

feedback on forum 

4.5 minutes 10 11 

Concept diagram Peer feedback 4.5 minutes 9 11 

Diagram example 5 minutes 6 11 

Quiz with key 

terms description 

Process comments 4 minutes 13 12 

Feedback 2 minutes 12 12 

Score 1.5 minutes 13 12 
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Appendix 3: STI and Bloom’s levels of cognitive development during session 2 of the training 

 

Bloom’s levels of 

cognitive development 

STI Session 2 stages Session 2 tasks STI 

Remembering 

Understanding 

Orienting 1. Developing reading 

and understanding of 

keywords 

a. Warm up polls Orienting 

b. Creation of an article 

diagram 

Materialisation 

c. Prediction strategies 

quiz 

Orienting 

d. Creation of a 

questionnaire 

(prediction strategies) 

Materialisation & Verbalisation 

e. Vocabulary activity Orienting 

Reasoning 

Creating 

Evaluating 

Materialisation and 

verbalization 

2. Reading and 

understanding to 

develop conceptual and 

critical thinking 

a. step by step creation 

guide 

Materialisation 

b. answer student guide Verbalisation 

c. general idea Orienting 

d. summary task Materialization 

e. glossary creation Materialisation &verbalisation 

f. mind map creation Materialisation 

g. identifying the 

function of sentences 

Conceptual thinking 
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Creation (General) 

 

 

 

Understanding for task A 

Integrated: 

materialization, 

verbalisation and 

conceptual thinking 

3. Preparing 

presentation notes and 

note-taking 

a. formality task Orienting 

Reasoning – task b b. author’s purpose & 

tone 

Orienting 

Creating– task c c. summary practice Orienting 

Evaluating – task d d. presentation content 

outline 

Materialization 

Creating – task e e. presentation 

preparation 

materialization 

Creating  Delivery of presentation Verbalisation 
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Appendix 4: Activities and modules of the Moodle platform 

Activities and modules of the Moodle platform (adapted by Costa et al. (2012) 

 
Bloom’s taxonomy Piotrowski’s Classes Module Description STI 

 Creation Database -allows to build, display and search a bank of record entries about any topic 

-allows to share a collection of data 

 

Conceptual thnking 

 Organisation Lessons -represent a set of ordered topics summarizing the instructional materials and allow the 
-access to them through the respective link 

 

Orientatin / Materialisation 

Synthesis Delivery Assignments 

 

 

 

 

Workshops 

-allow teachers to collect work from students 

-allow teachers to evaluate the student's work and provide feedback including grades, in a 

private mode 

-allow students to upload assignment files 

 

-represent a peer assessment activity with many options 

-allow students to submit their work via an online text tool and attachments 

 

Materialisation/verbalisatin 

Application Communication Chats 

 

Forums 

 

 

News 

-allow synchronous conversation 

 

-represent a communication tool where students and teachers can exchange ideas by 

posting comments 

 

-represent a special forum for general announcements 

allow teachers to add posts and to send emails 

Verbalisation 

 Collaboration Glossary 

 

 

 

Wikis 

-allows creating and maintaining a list of definitions  

-represents a mechanism for collaborative activities that can be restricted to entries made by the 

teacher  
 

-Wikis allow users to edit collaborative Web pages  

-provide space for collaborative work 

Materialisation 

Evaluation // 

Comprehension 

Assessment Choice 

 

 

Quiz 

 

Survey 

 

Feedback 

-allows teachers to ask questions and specify multiple choice answers  

-represents a useful mechanism to stimulate thinking about a topic  

 

-allows teachers to design and build quizzes with a variety of questions, with different types of 
answers, such as multiple choice, true/false, short answer 

 

-allows teachers to gather feedback from students using prepackaged questionnaires 
 

-allows teachers to create surveys to collect feedback 

Conceptual thinking 
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Appendix 5: Participant information sheet and consent form 

 

University of Essex, Department of Language and Linguistics 

Project: Scaffolding understanding in an L2 academic context: A Sociocultural theory 

(STC) approach 

 

What is the project about? 

 

The purpose of this study is to investigate the use of content management environments 

like Moodle to create meaningful contexts for enabling University students to develop 

their language skills for academic purposes, e.g., to meet the needs of the university 

environment. The main aim is to investigate the feasibility and effectiveness of 

scaffolding mechanisms in a specifically designed pedagogical unit called Scaffolding 

Advanced Academic Skills (SAAS) which will be available on Moodle. 

 

What does participating involve? 

 

If you are happy to participate in this project, you will be asked to perform a series of 

tasks on content management environment, i.e., Moodle; your performance will be audio 

and video-recorded while you are working on the tasks on-line. You might also be asked 

to fill in a questionnaire and/or take part in an audio-recorded interview so that we learn 

about your experience and views about the tasks and the learning environment. In total, 

participation will take about two hours per day for a total of 5 days. Your participation 

will be voluntary, but as a small token of gratitude for your time, you will be given a USB 

memory stick. 

 

Please tick the appropriate boxes Yes No 

Taking Part   

I have read and understood the project information given above.  

   

  

I have been given the opportunity to ask questions about the project.  
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I agree to take part in the project. Taking part in the project will include 

being interviewed and audio and video-recorded. 

  

I understand that my taking part is voluntary; I can withdraw from the 

study at any time and I do not have to give any reasons for why I no longer 

want to take part. 

 

  

Use of the information I provide for this project only   

I understand my personal details such as name, email address and phone 

number will not be revealed to people outside the project. 

 

  

I understand that my words may be quoted anonymously in publications, 

reports, web pages, and other research outputs. 

  

   

Use of the information I provide beyond this project    

   

I understand that other genuine researchers will have access to this data 

only if they agree to preserve the confidentiality of the information as 

requested in this form.  

 

  

I understand that other genuine researchers may use my words 

anonymously in publications, reports, web pages, and other research 

outputs, only if they agree to preserve the confidentiality of the information 

as requested in this form. 

 

  

   

   

________________________ _____________________ ________  

Name of participant [printed] Signature              Date 

 

________________________ _____________________ ________  

Researcher  [printed] Signature              Date 
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Project contact details for further information:   

 

Researcher: Vasiliki Antoniou   Email: vanton@essex.ac.uk 

Supervisor: Dr. Adela Gánem-Gutiérrez         Email: aganem@essex.ac.uk 
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Appendix 6: Oral presentation assessment rubric for the 

pilot study 

 

Focus 

(Weight) 

Unacceptable 

(0) 

Marginal 

(1) 

Acceptable 

(2) 

Exceptional 

(3) 
Points 

 

Organization 

& 

Structure 

 

Weight: 1 

Not possible to 

understand 

presentation due 

to absence of 

structure. 

Difficult to follow 

presentation due to 

erratic topical shifts 

and jumps. 

Most 

information is 

presented in 

logical order 

which is easy to 

follow. 

All information is 

presented in a 

logical, 

interesting and 

novel sequence, 

which is easily 

followed. 

 

 

Content 

& 

Knowledge 

 

Weight: 3 

No grasp of 

information. 

Unable to 

answer 

questions about 

subject. 

Uncomfortable with 

information. Capable 

only of answering 

rudimentary 

questions. 

At ease with 

content and 

able to 

elaborate and 

explain to some 

degree. 

Demonstration of 

full knowledge of 

the subject with 

explanations and 

elaboration. 

 

 

Visual Aids 

& 

Neatness 

 

Weight: 2 

No visual aids. Occasional use of 

visual aids, however 

they barely support 

text or presentation. 

 

Several misspellings 

and/or grammatical 

errors on slides. 

Visual aids are 

related to text 

and 

presentation. 

 

Minor 

misspellings 

and/or 

grammatical 

errors. 

Text and 

presentation are 

reinforced by the 

use of visual aids.  

 

Negligible 

misspellings 

and/or 

grammatical 

errors. 

 

 

Delivery 

& 

Speaking Skills 

 

Weight: 2 

Significant 

mumbling and 

incorrect 

pronunciation of 

terms. Voice 

level too low or 

too high. 

 

Monotonous, no 

eye contact, rate 

of speech too 

fast or too slow 

Occasional 

mispronunciation of 

terms. 

 

Little eye contact, 

uneven rate, only 

little expression 

Voice is clear 

and at a proper 

level. Most 

words 

pronounced 

correctly. 

 

Some eye 

contact, steady 

rate, 

excessively 

rehearsed 

Clear voice and 

correct, precise 

pronunciation of 

terms. 

 

Good eye contact, 

steady rate, 

enthusiasm, 

confidence 

 

 

Presentation 

Length 

 

Weight: 1 

Too long or too 

short. 

 

+/– 20 minutes 

+/– 10 minutes +/– 5 minutes +/– 2 minutes 

 

OVERALL 

PERFORMANCE 

Unacceptable Marginal Acceptable Exceptional 
TOTAL 

POINTS 

REQUIRED 
0–6 7–13 14–20 21–27  
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Appendix 7: Results of the test that demonstrate the very 

close textual richness of all three treatment texts 

 

 

 

Feedback article 

sample set size: 100 

0.887: 0.879: 0.864: 0.864: 0.871: 0.872: 0.860: 0.865: 0.858: 0.854: 0.855: 

0.852: 0.848: 0.845: 0.851: 0.850: 

best d 

119.83              0.0004 

Check 

99.99              0.0023 

 

 

 

 

 

 

Motivation article 

sample set size: 100 

0.887: 0.878: 0.876: 0.872: 0.870: 0.876: 0.850: 0.862: 0.849: 0.850: 0.848: 

0.841: 0.845: 0.844: 0.842: 0.843: 

best d 

107.88              0.0005 

Check 

99.99              0.0016 

 

 

 

 

 

 

Attention – noticing article 

sample set size: 100 

0.876: 0.880: 0.872: 0.860: 0.871: 0.864: 0.862: 0.855: 0.851: 0.853: 0.860: 

0.845: 0.848: 0.845: 0.85: 0.844: 

best d 

108.35              0.0003 

Check 

99.99              0.0015 
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Appendix 8: Moodle screen-capture 

 

The following screen-captures indicate the section on Moodle where the course 

documents were located and where the articles were made available to students. 
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Appendix 9: Retrospection task, aspects of analysis and 

coding 

 

Based on this task the researcher explored the introspection tasks for the following 

areas that arose by examining the recorded data: 

 

Reading process 

 Top down 

 Bottom up 

Reading strategies 

 Connect what I already know to what I’m reading 

 Connect what I’m reading with other sections of the text 

 Connect co-textual elements (i.e. graphic illustrations, charts, and highlighted concepts” 

 Identify main ideas and concepts (i.e. underline, highlight, italicised terms) 

 Predict the reading content (i.e. look for concepts, charts, titles) 

 Ask questions about the content (i.e. turn titles or headings into questions) 

 Identify the organisation of arguments (i.e. follow the outline of the article) 

 Identifying a purpose for reading the paper 

 Skimming 

 Scanning 

 Identify the article type (Seymour, 1996): 

o Explanation 

o Definition 

o Sequence 

Academic paper structure 

 Abstract 

 Introduction 

 Review of the research / literature review 

 Methods and materials 

 Procedures 

 Results 

 Discussion 

 Implications 

 References 

Paralinguistic elements 

 Glossaries 

 Tables / Graphs / Charts 

Paragraph structure 

 Topic sentence 

 Supporting arguments 

 Summary sentence 

 Extension of the idea 

Imagine that you have to read an academic paper in your field. Think about whole process that 

you go through in order to read the paper and understand its main points. Also think about which 

elements help you understand it (e.g., charts, tables, etc.) and which parts or aspects of reading 

academic papers are particularly difficult for you. I’ll give you 10 minutes to think about this and 

make some notes so that then you can tell me about it. 
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Discourse markers 

 Classification (i.e. categories / bullets /headings) 

 Process (i.e. cardinal numbers / adverbs such as next, as soon as, while) 

 Illustration (i.e. for example. For instance, etc.) 

 Cause/ effect (i.e. consequently, therefore, for these reasons, etc.) 

 Comparison (i.e. similarly, in the same way, etc.) 

Difficulties 

5. Deducing unknown Vocabulary / Terminology 

6. Interpreting Charts 

7. Identifying the topic 

8. Identifying the paper’s topic and relating to their purpose for reading 

Solutions to difficulties 

1. –dictionary use 

–further exemplification reading 

–consultation of glossary with terms 
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Introspection task – Coding scheme (42 codes) 

Code Description Example When to use When not to use 

RP1 Reading process: Top down “I start by paying attention to the general text 

elements and then I move on to reading..” 

To describe a student’s 

general approach to 

reading 

Use RS5 if the 

student refers to 

predicting 

content by 

paying attention 

to general text 

elements 

RP2 Reading process: Bottom up “I like reading an article in detail right from 

the start..” 

  

RS Reading strategies    

RS1 Connect what I already know to what I’m reading “I tend to think of the general topic and see if 

I know anything about it first..” 

  

RS2 Connect what I’m reading with other sections of the 

text 

“and at times, while reading, I check the next 

paragraphs to see what follows..” 

  

RS3 Connect co-textual elements (i.e. graphic illustrations, 

charts, and highlighted concepts” 

“When I read I also pay attention to charts, 

etc. to check if they relate to what I’m 

reading..” 

  

RS4 Identify main ideas and concepts (i.e. underline, 

highlight, italicised terms) 

“I find it useful to look for the main idea in a 

paragraph and make a note” 

When a student looks for 

the main idea, concepts, 

key words while reading 

Not be used 

when a student 

mentions for 

instance 

underlining 

without 

explaining the 

purpose 

RS5 Predict the reading content (i.e. look for concepts, 

charts, titles) 

“Before I read the article I look for 

keywords, or try to understand what it will 

be about by reading the headings..” 

When a student briefly 

checks for concepts, etc. 

before the reading process 

starts 

This should be 

viewed as a pre-

reading 

(preparation 

strategy) 

RS6 Ask questions about the content (i.e. turn titles or 

headings into questions) 

“I tend to read by having specific questions 

in mind like when did sth happen and when I 

locate information I use the wh word to 

make a note next to the title of this section..” 

  

RS7 Identify the organisation of arguments (i.e. follow the “It is also useful to check the structure of the   
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outline of the article) article just to understand the organization of 

content better...” 

RS8 Identifying a purpose for reading the paper “I’m almost always looking for sth when 

reading and keywords for example help me 

understand why I’m reading an article 

  

RS9 Skimming “There was a time when I read an article got 

the main idea very quickly, like within 10 

minutes..” 

When a student refers to 

general skimming tips 

 

RS10 Scanning “In certain cases I tend to look for specific 

information because I’m working on an 

essay i.e. definitions of behaviourism..” 

Or general scanning tips  

IAT Identify the article type (Seymour, 1996):    

IAT1  Explanation “I know for example when an article states a 

problematic area in the field and then 

explanations and solutions are provided..” 

Only if the students 

clearly explains how they 

distinguish the article type 

Justification 

required 

IAT2  Definition “I try to see if the article develops around a 

specific concept or not..” 

Only if the students 

clearly explains how they 

distinguish the article type 

Justification 

required 

IAT3  Sequence “When I read I’m also looking at the 

structure and if there are stages for example 

in the way content is grouped..” 

Only if the students 

clearly explains how they 

distinguish the article type 

Justification 

required 

APS Academic paper structure    

APS1  Abstract  “I then tend to look at the abstract to find out 

more information..” 

  

APS2  Introduction “The introduction also helps me to 

understand the topic..” 

  

APS3  Review of the literature review “If I decide to read in detail then the lit 

review is very important..” 

Covers also mentions to 

parts such as background 

information, etc. 

 

APS4  Methods and materials “The methodology section is a part  read if I 

want to find more about instruments, 

participants, etc.) 

  

APS5  Procedures “When I try to understand how the 

researcher got the results I read about how 

the experiment was conducted..” 

  

APS6  Results “I do not tend to read the results because at 

times the description is not very clear..” 
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APS7  Discussion “I like this part if I have understood the 

method because it explains the results even 

further...” 

  

APS8  Implications “If I want to understand more about issues or 

problems then there’s usually a section about 

this..” 

Can also be used if the 

students make reference to 

sections such as 

Limitations, etc. 

 

APS9  References “At times I might look at the list of 

references to find out more sources about the 

same topic..” 

  

PE Paralinguistic elements    

PE1  Glossaries “If there’s a glossary I look there for more 

information about terms..” 

  

PE2  Tables/Graphs/Charts “I might have a look at charts to see if I can 

understand anything extra..” 

In case the students 

consult these elements not 

just for prediction 

purposes but to get more 

in depth knowledge 

 

PS Paragraph  structure    

PS1  Topic sentence “When I read quickly I tend to focus on the 

first sentence in each paragraph.” 

It is not necessarily the 

first sentence in a 

paragraph though 

 

PS2  Supporting arguments “For reasons or examples I check paragraphs 

to see if there extra arguments...” 

 Can be the main 

body only if it 

includes 

evidence that 

supports the 

paragraphs topic 

PS3  Summary sentence “...I then read the last sentence from each 

paragraph to get an idea quickly” 

  

PS4  Extension of the idea “If I find the topic sentence interesting then I 

read the whole paragraph to understand 

more..” 

Can refer to the main 

body of a paragraph or the 

number of paragraphs that 

explain the idea further 

 

DM Discourse markers    

DM1  Classification (i.e. categories / bullets 

/headings) 

“I like bullet points because they sort of 

guide me and make information stand out..” 

Subtitles can also be used 

as classification symbols 
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DM2  Process (i.e. cardinal numbers / adverbs such 

as next, as soon as, while) 

“At times I’m looking for connectives to 

understand when the next section starts or 

when did the discussion on a topic begin 

within the article..” 

  

DM3  Illustration (i.e. for example., for instance, 

etc.) 

“..or if I need an example I look for i.e., 

etc..” 

  

DM4  Cause/ effect (i.e. consequently, therefore, for 

these reasons, etc.) 

“Conclusions are quite obvious and this is 

where I find reasons for something too..” 

  

DM5  Comparison (i.e. similarly, in the same way, 

etc.) 

“If I want an example I might look for 

similar situations that sometimes authors 

discuss..” 

  

D Difficulties    

D1  Deducing unknown Vocabulary / Terminology “Quite often I find it difficult to understand 

specific terms in the field but then I read the 

rest of the paragraph and I get the meaning 

of these terms...” 

This covers, context, 

related or relevant 

vocabulary as well... 

 

D2  Interpreting Charts “I think charts are quite difficult because I 

don’t know how to read them..” 

  

D3  Identifying the topic “There are moments where I read and read 

and the text is so theoretical I can’t figure 

out what the main topic is..” 

  

D4  Identifying the paper’s topic and relating to 

their purpose for reading 

“In other cases I read the article but I can’t 

decide If I really need it for my reading 

purposes..” 

  

StD Solutions to difficulties    

StD1  Dictionary use “I use dictionaries a lot, like online, books, 

terminology dictionaries..” 

Covers all sources of this 

type and function 

Are article-

external sources 

StD2  Further exemplification reading “If I’m not able to understand then I keep 

reading certain parts over and over...” 

Reading further and in 

details 

 

StD3  Consultation of glossary terms “Some articles provide like a list of terms 

and definitions so I find this useful when I 

can’t follow..” 

Not extra source, it is part 

of the article structure 
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Appendix 10: Concept map task 

 

 

 

 

 

Now imagine that you are going to give a 10 minute presentation to your peers 

based on the paper given to you. You need to complete the following tasks: 

 

 

 

 

 

 

 

a) Construct a concept or mind map   

b) Deliver your presentation (you can rehearse for 20 minutes and after that you will be 

asked to deliver it). 

 

 

 

 

 

 

 

When presenting you will only be allowed to have an A4 piece of paper with your 

concept map as a prompt to give your presentation. No other notes or materials (e.g., 

PowerPoint) will be allowed). 
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Appendix 11: Example of quantitative student and expert 

concept map analysis 

An example of a student pre-concept map and an expert map is presented below:  

Expert map 
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The above map received a score of 55 when counting the valid connections 

(number of links between the concepts, from the higher to the lower level). In terms of 

the levels of concepts there were 7 levels and each was awarded a score of 5, with a total 

of 35. There were three instances of cross-links between concepts from different levels 

and each cross-link was awarded 10 points, resulting to a total of 30. Finally, there was 

one instance of an example which was awarded 1 point and the total score for the expert 

map was 121. 

The following example is a concept map from a student of an average 

performance: 
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The student’s map received a score of 44 for the established relationships between 

concepts, a score of 35 for the 7 identified levels (7x5=35), no points were awarded for 

cross-links as there were no relevant instances and finally 2 points for the two examples 

that the student brought up (2x1). The total raw score was therefore 81 and the student’s 

map was therefore 66.9% similar to the expert’s map. 
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Appendix 12: Online feedback Moodle questionnaires 

 

 

 

Session 1: 
 

 

 
 

Session 2: 
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Session 3: 
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Appendix 13: Questionnaire for the evaluation of the EAP 

task content of the Moodle Pedagogic Unit 

 

 

 Strongly agree (4) Agree (3) Disagree (2) Strongly 

disagree (1) 

1. The instructions are clear     

2. The questions are clear     

3. The feedback is useful     

4. There is a comprehensive 

overview of the course 

    

5. Materials are presented in 

a logical order 

    

6. The materials cover a wide 

range of areas and are 

interesting 

    

7. The materials are relevant 

to my needs 

    

8. The difficulty level of the 

materials is appropriate to 

my level 

    

9. The course is structured in 

a logical order 

    

10. The pace of delivery is 

appropriate 

    

 

 

 

Session 1 Tasks     

1. Task 1 enabled me to 

understand the article by 

representing it graphically 

    

2. The prediction polls were 

useful 

    

3. Task 3 allowed me to 

identify important text 

elements 

    

4. Task 4 was helpful to 

understand the article 

structure by using pictures 

    

5. Task 5 enabled me to 

create useful article 

comprehension questions 

    

6. Task 6 was a useful 

activity about discourse 

markers 
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Session 2 Tasks     

1. Task 1 enabled me to 

identify reading strategies 

for approaching a text 

    

2. Task 2 allowed me to check 

predictions by answering 

comprehension questions 

    

3. Task 3 enabled me to 

understand the article’s main 

idea 

    

4. Task 4 enabled me to 

identify the main ideas 

    

5. Task 5 allowed me to create 

a glossary of terms  

    

6. Task 6 was a useful mind 

map creation about the 

article 

    

7. Task 7 enabled me to 

understand the function of 

article sentences 

    

8. Task 8 enabled me to 

understand and rate the 

importance of key terms 

    

9. Task 9 enabled me to 

demonstrate the 

interpretation of key terms 

    

10. Task 10 allowed me to 

define key article terms 

    

 

 

 

 

Session 3 Tasks     

1. Task 1 helped me 

understand the concept of 

formality 

    

2. Task 2 helped me identify 

different types of formality 

    

3. Task 3 helped me identify 

the author’s tone and 

purpose 

    

4. Task 4 helped me 

summarise the main points 

for a presentation 

    

5. Task 5 enabled me to create 

a presentation content 

outline 

    

6. Task 6 allowed to prepare 

for the presentation 
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Appendix 14: Scaffolding questionnaire 

The following questionnaire refers to the various scaffolding features that you 

have encountered during the training and aims at discovering the degree to which they 

have contributed to your understanding. You will be asked to mention whether you have 

found them to be helpful by providing answers within the range of 0 (not at all helpful) to 

4 (very helpful). 

 

I think 0 (Not at all) 1 (A Little) 2 (Somehow) 3 (A lot) 4 (Very 

much) 

a) That uploading my work 

on the forum area helped 

my learning 

     

b) That the peer-assessment 

sessions helped my 

learning 

     

c) That receiving feedback 

after my tasks helped my 

learning 

     

d) That consulting the 

glossary of terms that I 

created helped my 

learning 

     

e) That viewing exemplary 

answers helped my 

learning 

     

f) That being given a retry 

helped me improve 

     

g) That being redirected after 

a task to view more 

information helped my 

learning 

     

h) That the task instructions 

helped me perform the 

tasks 

     

i) That receiving 

notifications about work 

submissions helped me 

consult useful examples 

from my peers 

     

 

General statement to be rated: 

“During the course, being able to perform the tasks with scaffolded assistance helped me 

learn the covered content”. 

Strongly disagree, disagree, no opinion, agree, strongly agree. 
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Appendix 15: Fu’s scaffolding questionnaire (2009) 
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Appendix 16: Semi – structured interview questions, 

aspects of analysis and coding scheme 

 

 

Interview Questions 
 

1. What is your country of origin?  

2. What is your mother tongue? 

3. What is the level of your studies and subject? 

4. What is it that you liked the most about the training? 

5. What is it that you liked the least about the training? 

6. Did using Moodle make things more difficult? Did you need more explanation on how to 

use things? 

7. Were the instructions clear? Should anything else be more detailed? 

8. What did you think about the articles and the topics? 

9. Were you able to understand the articles better after the training? 

10. Did you think the tasks were overdemanding? 

11. Did you feel that you had to commit a lot of time to the project? 

12. Which tasks did you like the most? 

13. Which task(s) were the worst ones? 

14. Was the feedback from the tasks adequate? 

15. Were the feedback questionnaires adequate? 

16. What did you think about the scaffolding options during the training? 

17. Was there any point where you felt bored? 

18. How well were you satisfied with the program? 

19. Why or why not?  

20. What do you think about the level of interaction a. between students b. with the instructor?  

21. What program components or activities were the most / least effective?  

22. Do you think the course objectives were achieved?  

23. Do you feel that you gained the desired knowledge and skills? 

24. Have the Moodle vocabulary exercises been helpful for your learning of academic English? 

Please explain why or why not. 

25. Can your teacher improve the Moodle vocabulary exercises so that they better match your 

needs? If yes, please explain how. 

26. Have the Moodle quizzes been helpful for your learning of academic English? Please 

explain why or why not. 

27. Can your teacher improve the Moodle quizzes so that they better match your needs? If yes, 

please explain how. 

28. Has the Moodle forum been helpful for your learning of academic English? Please explain 

why or why not. 

29. Can your teacher improve the Moodle forum so that it better matches your needs? If yes, 

please explain how. 

30. What additional opinions do you have with regard to Moodle and your learning of academic 

English? 
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Interview Aspects of analysis 
 

 

 

For scaffolding: 

 Reflective social discourse: 

o Comment boxes 

o Peer-evaluations 

o Notifications with message alerts 

 Process prompts 

o Built in hints 

 Process displays 

o Task completion indicators 

 Process models 

o Exemplary answers 

 Favorite scaffolding mechanisms 

 Least favorite scaffolding mechanisms 

 Clarity of instructions 

 Clarity of task examples 

 Forum area 

 Glossary 

 Suggestions 

 Task feedback 

 Feedback questionnaires 

 

 

 

For Tasks: 

 Task scaffolding 

 Academic reading training tasks 

 Academic speaking training tasks 

 Conceptual development 

 Helpful / unhelpful 

 Concerns 

 Confusion 

 Suggestions 

 

 

 

For Moodle: 

Relevance: how relevant is online learning to students' academic practices?  

2.Reflection: does online learning stimulate students' critical reflective thinking?  

3.Interactivity: to what extent do students engage online in rich educative dialogue or in peer-

feedback activities? 

4. Tutor Support: how well do tutors enable students to participate in online learning?  

5. Peer Support: do fellow students provide sensitive and encouraging support?  

6.Interpretation: do students and tutors make good sense of each other's communications?  
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For the Pedagogic Unit: 

 

 Pace of delivery 

 Level of difficulty 

 Relevance of topics 

 Interesting topics 

 Logical order of materials 

 Comprehensive course overview 

 Clarity of instructions 

 Clarity of questions 

 Task characteristics  

o Quizzes 

o Forums 

o Vocabulary exercises 

 Achieved / non achieved objectives 

 Most effective program components 

 Least effective program components 

 Satisfaction with program 

 Level of interaction with students / with teacher 

 Suggestions for unit structure 

 Suggestions for task improvement 
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Semi-structured interview – Coding scheme (47 codes) 

Codes Description Example When to use When not to use 

For 

scaffolding 

(15) 

    

RSDO General comments about reflective social 

discourse options 

“I think the course offered quite a few 

options with communicate you (the 

tutor) and get help.” 

  

RSDOi  Comment boxes “It was very useful to have comment 

boxes and enter information, questions 

or upload materials” 

  

RSDOii  Peer evaluations “I found particularly interesting the 

fact that we could evaluate each other’s 

work online” 

When a student refers to 

work that was uploaded in 

the workshop area of 

Moodle 

Not when students talk 

about the Forum area as 

this was mostly for 

announcements or task 

uploads. 

RSDOiii  Notifications with message 

alerts 

“I remember I would receive an email 

from the forum area whenever a new 

announcement was made” 

  

PP Process prompts i.e. built in hints “At some point I remember clicking on 

some extra help info and it was useful 

to come up with a hint” 

  

PS Process displays i.e. task completion 

indicators 

“I always love it when I can see how 

much more tasks are left to do!” 

  

PM Process models i.e. exemplary answers “There were quite a few tasks I think 

where we were given an example 

answer like the one about how to 

create a concept map etc.” 

The examples can be 

attachments, external links, 

or files 

 

FSM Favorite scaffolding mechanisms “I think I liked the workshop area (peer 

evaluation), the Forum and the 

Glossary” 

  

LSM Least favorite scaffolding mechanisms “The email notifications can get a bit 

annoying” 

  

CI Clarity of instructions “Yes, each task had clear instructions 

and we knew how to proceed” 

Only when the instructions 

affect the performance of 

students / final product 

 

FA Forum area “I really liked the forum because we   
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could post questions or work there and 

it was quite straightforward how to use 

it” 

G Glossary “We entered a few terms and 

definitions but were not sure how to 

use it at first or edit entries”. 

  

S Suggestions “Perhaps use shorter academic articles 

in the future?” 

  

TF Task Feedback “I liked that I could see a score or at 

least an explanation of why my answer 

was wrong” 

Code all types of feedback 

here as well 

 

FQs Feedback questionnaires It was good that each session had a 

separate feedback form at the end 

cause we could comment on different 

aspects every time 

  

For tasks 

(11) 

    

TS Task scaffolding “I’m not sure if each task provided 

some kind of assistance but I can 

remember getting some hints for 

example..” 

Code for general references 

to scaffolding features from 

each task 

 

ART Academic reading tasks “Yes, there were quite a few tasks that 

helped me approach an academic 

article from a different perspective” 

Can code both positives and 

negatives 

 

AST Academic speaking tasks “I think I can now prepare a good 

academic presentation after all these 

tasks” 

Can code both positives and 

negatives 

 

TCQ Task characteristics: Quizzes “They were quite fun, especially when 

we would get a score and a smiley 

face” 

Can code both positives and 

negatives 

 

TCF Task Characteristics: Forums “I t was good that we could submit 

answers for a specific task via the 

forum area either by uploading docs or 

entering info there straight away...and 

each task had its own space there..” 

Can code both positives and 

negatives 
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TCV Task characteristics: Vocabulary exercises “Some of the tasks helped me think 

about key concepts but others where I 

had to rate the importance of terms 

were that easy to do within the time we 

had” 

Can code both positives and 

negatives 

 

CD Conceptual development “I remember what I thought about the 

first article and the concepts I came 

across and I think that now I have 

developed a better understanding of 

key terms in Applied Linguistics” 

For moments where 

students realize that they 

have improved in their use / 

understanding of content, 

the representation and 

verbalisation of ideas 

 

HELP Helpful/unhelpful “Some were very helpful, I can now 

get the main ideas from a text very 

quickly” 

  

CONCERNS Concerns “I think one of my classmates was not 

able to cope with the lexical demands 

of the article we were working on” 

Use only if the students 

worry about sth, for 

confusion use the next code 

 

CONFUSION Confusion “I was not always quite sure where to 

submit a task” 

  

S Suggestions “Could you perhaps include more tasks 

that could also help with academic 

writing?” 

  

For Moodle 

(6) 

    

REL Relevance “I also liked that we were taught 

online, perhaps we could have more 

courses like this as it could help us 

practice more” 

how relevant is online 

learning to students' 

academic practices? 

 

REFL Reflection “When peer checking work online I 

could start thinking about my own 

work too and how it compared to that 

of others” 

does online learning 

stimulate students' critical 

reflective thinking? 

 

INT Interactivity “I would leave comments for the other 

student to check when I was giving 

feedback and then I think I got a 

response with my feedback too” 

to what extent do students 

engage online in rich 

educative dialogue or in 

peer-feedback activities? 
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TUSU Tutor support “..you were there to help with technical 

problems when I could not open the 

word doc..” 

how well do tutors enable 

students to participate in 

online learning? 

 

PSU Peer support “I think one of the students who gave 

me feedback was a bit strict but it’s 

OK” 

do fellow students provide 

sensitive and encouraging 

support?  

 

 

INTERP Interpretation “I thought the interaction online would 

be messy but it ended up being quite 

clear and well organized, everyone was 

following and paying attention” 

do students and tutors make 

good sense of each other's 

communications? 

 

For the 

Pedagogic 

Unit (15) 

    

PDEL Pace of delivery “It was good but intensive, perhaps we 

could have had more sessions with less 

tasks?” 

When the students manages 

to complete a task or not 

because the pace is normal 

or too fast 

 

LDIF Level of difficulty “During the training, some of the tasks 

were quite challenging like the concept 

map task, it takes a lot of time to 

focus..” 

  

RELT Relevance of topics “Yes, the course was clearly related to 

my field of studies” 

  

INTERTO Interesting topics “The topics were good but perhaps we 

could have shorter articles?” 

  

LOM Logical order of materials “Yes, I think the structure of the 

content for this course was good” 

If the materials and 

exercises logically follow 

from one another 

 

CCO Comprehensive course overview “The course had a sort of outline where 

it was good to see the activities we had 

to do” 

  

CLI Clarity of instructions “I think it was pretty clear what we had 

to do and how the training worked” 

Only information about 

general instructions during 

the training 

 

CLQ Clarity of questions “Questions were straightforward and 

there were also extra notes to help us 
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start each task so that was good at 

first” 

AO/NAO Achieved / non achieved objectives “I wanted to learn how to create a good 

presentation and I think that I’m able 

to do this” 

When the students indicates 

they’ve achieved a skills 

they wished to develop 

Can be used for instances 

where students wished 

the training had helped 

them more 

MEPC Most effective programme components “Moodle itself as a platform offered 

lots of different tasks that other tutors 

should also exploit in other modules” 

Can also refer to issues of 

the environment that might 

have improved the unit 

 

LEPC Least effective program components “I think the delay when logging in to 

Moodle was a bit irritating but then the 

other days it wasn’t that bad” 

Can also refer to issues of 

the environment that might 

have affected the unit 

 

SP Satisfaction with program “Was good to take part in this training 

and experience this environment, it run 

smoothly. It was easy to use, I think 

I’ve gained a lot” 

Code only satisfaction with 

the whole online training 

tasks (focus on unit) 

 

LIS Level of interaction with students 

/teacher 

“Yes, I felt I could talk to my peers or 

consult you whenever I had a question” 

  

SUST Suggestions for unit structure “No I think this was good and there 

was a logical order in the way 

everything took place [gradually]” 

  

STIM Suggestions for task improvement “Perhaps try to create shorter tasks that 

won’t require reading the whole article 

but just parts of it?” 
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Appendix 17: Ohta’s (2001) transcription conventions 

 

 

 

 

Symbol Transcription 

? Rising intonation 

(()) Comments 

(.) Brief pause 

(...) Longer pause 

: Prolongation of a syllable 

◦◦ Reduced volume – soft voice 

◦◦  ◦◦ Reduced volume – whispered 

CAP Emphasis / stress 

‘‘  ‘‘ Reading aloud 

= Latching (when one speaks immediately after another has finished) 

-> Text lines that are discussed 
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Appendix 18: Concept map – quality analysis framework 

(Kinchin, 2001; Pearson 2011) 
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Appendix 19: Bloom’s taxonomy 
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Appendix 20: Unit of analysis model 
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Appendix 21: Coding scheme for the key dimensions of 

online learning environments checklist 

 

 

 

Possible Features of a Knowledge-centered, Online Learning Environment 

 

• Digital content-area, curriculum or resources focused around specific  

issues or themes that is up-to-date, authentic, accessible and generative 

• Electronic networking forums to support knowledge sharing (e.g.,links to additional resources; 

student work) 

• Interactive design tools (e.g., curriculum design tools) with electronic  

prompts to scaffold thinking 

• Interactive survey instruments encourage reflection on workplace practices 

 

Possible Features of a Community-centered, Online Learning Environment  

• Workshop environments that assist communication over  

• Synchronous mechanisms (e.g., via “chat” rooms, multi-user virtual  

environments or asynchronous e-mail, bulletin boards, threaded discussion  

forums)  

• Asynchronous mechanisms (e.g., e-mail, bulletin boards, etc.) that allow  

anytime-anywhere communication and archiving of discussions to assist  

the development of a group understanding over time 

 

Possible Features of an Assessment-centered, Online Learning Environment 

• Tools for or tools that encourage self-assessment, reflection, metacognition,  

feedback such as pop-ups or text boxes to write selected information (e.g., electronic feedback forms, 

etc.)  

• Tools for or tools that encourage peer exchange, constructive critique,  

networking, such as collaborative design tools (e.g., shared online spaces  

for posting and editing group work, etc.)  
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Appendix 22: Audio and screen-capture coding scheme 

 

 Audio and Screen-capture coding scheme (61) 

CODES Description Example – Screen captures Example from recordings When to use When not to use 

Tasks      

1. Task scaffolding The number of times students would 

make use of specific scaffolding 

options available and if so 

“I think I’ll click on the 

feedback help..[to see the 

explanation for a task score)” 

Whenever students 

consult task related 

scaffolding 

 

2 Academic reading training 

tasks 

Activity logs that gave more 

information about reading tasks 

“I’m not sure what we have to 

do at this stage with reading 

task 3..” 

  

3 Academic speaking training 

tasks 

Activity logs that gave more 

information about speaking tasks 

“Writing a presentation can be 

quite difficult at times..” 

  

4 Conceptual development Relative ease with answering 

questions about concepts (Days 

2+3) 

“Yes, I can recognize this term 

from the article and it was 

related to this concept..” 

  

5 Helpful/Unhelpful Visual evidence from a student that 

quits a task after consulting 

feedback 

“I don’t think the comment box 

was helpful here when we have 

to answer this question..” 

  

6 Concerns Student typing “I have also e-mailed 

by answer just to be sure you will 

receive it” 

“I hope my word doc was 

uploaded in the right format..” 

Mostly for cases 

that students worry 

about sth 

If students make 

mistakes because 

due to confusion 

use code7 

7 Confusion When a student appears to click on 

multiple icons online as a result of 

confusion 

“I’m not sure where the help 

option, is..oh wait here!” 

  

8 Suggestions     

9. 

Conceptual 

development 

Distinguishing key ideas When a student clearly identifies 

key ideas during a task 

(highlighting, etc.) 

“And I’m going to highlight 

this key idea right here..” 

  

10 Understanding key concepts A student’s recorded performance 

when creating a diagram or concept 

map online 

“All of these concepts are part 

of the noticing hypothesis so...” 
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11 Predicting When the cursor moves to titles 

when reading a text for the first time 

“Let’s quickly check the title to 

find out about this section..” 

  

12 Identifying a purpose for 

reading 

Evidence from performing a related 

online tasks 

“OK so we’re about to create a 

presentation in the end..” 

  

13 Using reading strategies o 

extract relevant information 

for topic and text 

comprehension 

Evidence from performing related 

tasks 

“I need one more concept 

(apperception) so I’ll try to 

check the terms in italics 

quickly..” (scanning) 

  

14 Identifying the function of 

the sentences in the different 

article parts (e.g. trace 

cohesion, etc.) 

Evidence from performing related 

tasks 

“This part here is a very nice 

transition between the two..” 

Focus should be on 

the functions and 

connections 

Not to be used 

when students 

comment on 

specific vocabulary 

elements 

15 Distinguish between formal 

and informal 

Evidence from performing a related 

online tasks, from writing samples, 

etc. 

“The language is so..scientific! 

lots of terminology..nice 

expressions too” 

  

16 Identify purpose and tone Evidence from performing related 

tasks 

“I think the author simply 

reports on this, he’s not for or 

against” 

  

17 Identify the use of evidence Evidence from performing related 

tasks 

“Here there’s a mention to an 

example from research that 

shows this” 

When students 

locate instances of 

examples or 

supportive evidence 

in the text that the 

author uses on 

purpose to establish 

an argument 

 

18 Formulating assumptions Writing an online task about 

conclusions 

“Could this argument link to 

this then? 

  

19 Article evaluation Selecting the most important terms 

from an article etc, writing about the 

article’s most important data 

“I got the five most important 

concepts, these reflect the main 

ideas..” 

  

20 Summarising Evidence from performing related 

tasks 

“I need my sentences (brief 

ones) to create my summary..” 

  

21 Planning and structuring Creating online outlines, the 

structure of a presentation, etc. 

“First I need to find this 

definition, and then to write 

down the structure for this part 
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of the outline..” 

22. Moodle 

environment 

Relevance  “This is going to help with that 

online task we have to do for 

Vineeta’s module” 

how relevant is 

online learning to 

students' academic 

practices? 

 

23 Reflection Evidence from the students’ 

consultation of previous tasks and 

revisions at later points by adding / 

deleting concepts, stages, etc. 

“I’ll check my older outline, I 

think I can use it to remember 

this part and then write the 

summary” 

does online 

learning stimulate 

students' critical 

reflective thinking? 

 

24 Interactivity Evidence from the students’ 

interaction with other students in the 

workshop area 

“I’m going to give feedback to 

Student 3 now for the questions 

they uploaded” 

to what extent do 

students engage 

online in rich 

educative dialogue 

or in peer-feedback 

activities? 

 

 

25 Tutor support Tutors comments online about 

activity 

“Oh I can now see Celia’s 

comments in the workshop 

area” 

how well do tutors 

enable students to 

participate in online 

learning? 

 

26 Peer support Evidence from the students 

comments online and their quality 

“I think my marker should have 

given more comments on this” 

do fellow students 

provide sensitive 

and encouraging 

support? 

 

 

27 Interaction Students typing questions in the 

forum regarding the feedback they 

got so it would be further 

exemplified 

“I’m not sure what my marker 

means here by saying..” 

do students and 

tutors make good 

sense of each 

other's 

communications? 

 

28. Moodle 

Unit 

Task scores Evidence about task scores after 

doing an exercise 

“Oh the score comes up straight 

away and here you can see that 

too” 

  

29 Pace of delivery Incomplete submission of tasks “Ohhh I didn’t finish this on 

time..do we have to move on?” 

Can be used for 

cases when students 

submitted on time 

as well 

 



 

 

445 

 

30 Level of difficulty Evidence from students dropping 

out of a task 

“That’s a bit challenging, this 

term is a bit difficult..” 

This can also be 

used for students 

that have finished 

too early or on time 

 

31 Relevance of topics  “I remember this term from 

Karen Roehr’s lecture..” 

Can also be used 

for negative 

examples 

 

32 Interesting topics Student spending more time and 

effort than needed on the creation of 

a concept map 

“This topic was very interesting 

when we did it last year, I’ll 

change this part here too..” 

  

33 Logical order of materials  

 

“Is this what the next task is? 

Does not seem to follow from 

the previous?” 

  

34 Comprehensive course 

overview 

Evidence from the students’ 

movement of cursor over the 

overview information sections 

“I checked the description, here 

(points) you can see what 

follows) 

  

35 Clarity of instructions Not obvious from screen-capture, 

only in a case where student 

misunderstands and gives the wrong 

answer but corrects later 

“Oh it said we have to upload 

it, not enter the answer? ..” 

See in combination 

with audio data 

 

36 Clarity of questions Not obvious from screen-capture “Oups, it’s asking sth else, need 

to change this part” 

See in combination 

with audio data 

 

37 Task characteristics: Quizzes In cases where the quiz does not 

show up properly or problems are 

created with the way the format of 

the task appears 

“Oh this doesn’t show properly, 

is it me?” 

See in combination 

with audio data 

 

38 ---: Forums In cases where the forum does not 

show up properly or problems are 

created with the way the format of 

the task appears / feedback 

“I can’t see the comment I’ve 

entered yesterday, is it hidden?” 

See in combination 

with audio data 

 

39 ---“ Vocabulary exercises In cases where the exercise does not 

show up properly or problems are 

created with the way the format of 

the task appears 

“Yes, this task is quite easy to 

perform when you click on all 

terms” 

See in combination 

with audio data 

 

40 Achieved / non achieved 

objectives 

No evidence from screen capture    

41 Most effective program Evidence from the students moving  See in combination  
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components from task to task in a smooth way, 

completing tasks without lots of 

pauses (technical or not) etc. 

with audio 

information 

42 Least effective program 

components 

  See in combination 

with audio 

information 

 

43 Satisfaction with program No evidence from screen captures    

44 Level of interaction with 

students 

Number of discussions and peer-

evaluations online 

   

45 Suggestions for unit 

structure 

Evidence from the information 

inputed in the feedback 

questionnaire 

   

46 Suggestions for task 

improvement 

Evidence from the information 

inputed in the feedback 

questionnaire 

   

Scaffolding 

features 

used at a 

Pedagogic 

Unit level: 

     

47 forum area: positives / 

negatives 

Evidence from the students using 

the forum to check work, feedback, 

etc. 

“I think we go back to forum to 

see the previous outline and 

feedback and then do task 4” 

Can also be used 

when students 

comment on sth or 

ask questions 

 

48 notification system with 

message alerts 

 

Evidence from a student receiving 

e-mail with information about 

activities in the forum area 

“Oh no, another email, this gets 

a bit too much I think..” 

Can also be used if 

the student avoids 

this measure or 

does not consult it 

 

49 glossary: positives / 

negatives 

 “I like the glossary, I can now 

see all the terms right here” 

  

50 workshops: positives / 

negatives 

Evidence of how frequently students 

participate in workshops 

“Hoho workshop time! Let’s 

see what we’ll get” 

  

51 Suggestions Evidence from the comments 

entered in the feedback form 

“They could perhaps use a 

shorter version of this article?” 

  

Scaffolding 

features at a  

task level: 
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 Sessions 1, 2, 3     

52 Process models: Task 

examples 

Evidence from the students 

consulting the example answers that 

accompany the tasks 

“Oh I’ll click on the example 

first to see how I could make 

one (concept map)” 

  

53 Process models: Task 

instructions 

Evidence from students hovering 

over the instructions of a task 

“I need to read first, I’m not 

sure what you tell me..” 

  

54 Quiz feedback Evidence from the time a student 

spends reading the feedback 

“There’s a comment coming up 

after you finish the quiz here..” 

  

55 Maze feedback Evidence from the time a student 

spends reading the feedback 

“I saw the evaluation of my 

progress, you need to finish 

first” 

  

56 Process prompts: built in 

hints 

Students who pause to read the pop 

ups with feedback 

“Ahaha pop up! Nice!”   

57 Process prompts: Retries Students who use the retry button 

after getting full feedback 

“Oh cool! I can retry, my final 

was not that good” 

 Not for students 

who have not 

completed their 

first trial and retry 

to improve score 

58 Process prompts: 

Redirections 

Evidence from cases where the 

students make a mistake are directed 

to feedback 

“Oh I got it wrong and I’m at a 

different stage now” 

Can use for cases 

when the student 

does not read the 

feedback (duration 

of the visit) 

 

59 Process displays: task 

completion indicators 

Evidence from the students paying 

attention to this online (cursor 

movement over the indicator) 

“OK 3 more parts to complete 

for this quiz” 

  

60 Reflective social discourse: 

comment boxes 

Evidence from the students 

commenting or entering answers 

“I’ll write the feedback straight 

into the box” 

Both for cases of 

giving and reading 

received feedback 

 

61 Reflective social discourse: 

peer-assessment 

Evidence from students peer-

assessing, giving a score or 

commenting 

“I’ll give it  6 for overall 

quality” 

 Can be use both for 

positive and 

negative examples 

of assessment 
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General aspects of analysis for the audio and screen-captures 

 

Tasks 

Task scaffolding 

Academic reading training tasks 

Academic speaking training tasks 

Conceptual development 

Helpful / unhelpful 

Concerns 

Confusion 

Suggestions 

 

 

 

 

 

Conceptual development 

 

Distinguishing key ideas  

Understanding key concepts 

Predicting  

Identifying a purpose for reading  

Using reading strategies 

(skimming, scanning), to extract 

relevant information for topic and 

text comprehension 

 

Identifying the function of the 

sentences in the different article 

parts (e.g. trace cohesion, etc.) 

 

Distinguish between formal and 

informal 

 

Identify purpose and tone Purpose and 

background 

Author and text 

Distinguish between factual and 

non factual information 

Identify the use of 

evidence 

Drawing inferences and 

conclusions 

Formulating 

assumptions 

Article evaluation 

Decision making Summarising 

 Planning and 

structuring 
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Moodle Environment  

Relevance: how relevant is online learning to students' academic practices?  

2.Reflection: does online learning stimulate students' critical reflective thinking?  

3.Interactivity: to what extent do students engage online in rich educative dialogue or in peer-

feedback activities? 

4. Tutor Support: how well do tutors enable students to participate in online learning?  

5. Peer Support: do fellow students provide sensitive and encouraging support?  

6.Interpretation: do students and tutors make good sense of each other's communications?  

Moodle Unit 

Task scores 

Pace of delivery 

Level of difficulty 

Relevance of topics 

Interesting topics 

Logical order of materials 

Comprehensive course overview 

Clarity of instructions 

Clarity of questions 

Task characteristics  

Quizzes 

Forums 

Vocabulary exercises 

Achieved / non achieved objectives 

Most effective program components 

Least effective program components 

Satisfaction with program 

Level of interaction with students / with teacher 

Suggestions for unit structure 

Suggestions for task improvement 

 

 

 

5. Scaffolding features used at a pedagogicunit level: 

forum area: positives / negatives 

notification system with message alerts 

glossary: positives / negatives 

workshops: positives / negatives 

Suggestions 

Scaffolding features at a  task level: 

Session 1 

Process models:  

Task examples 

Task Instructions 

Quiz feedback 

Maze feedback 

Process prompts: 

 built in hints 

Retries 

Redirections 

Process displays: task completion indicators 

Reflective social discourse 

Comment boxes 

Peer- assessment 

Session 2 

Session 3 
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Appendix 23: Session 3 – Screen Captures 

 

 

 

 

 

Tasks Action Type of 

scaffolding 

Average 

length of 

use in 

minutes per 

task per 

student  

Number of students 

(out of 13) 

Task 

completion 

Task 1 Lesson activity 

on formality 

Teacher and 

student feedback 

on forum 

3 minutes 9 13 

Example answer 2.5 minutes 11 13 

Task 2 Rank text 

extracts 

Peer feedback 

from classmates 

on forum 

2.5 minutes 13 10 

Example answer 2 minutes 7 10 

Task 3 Identify the 

author’s 

purpose and 

tone 

Example answer 1 minute 9 11 

Task instructions 0.5 minutes 10 11 

Task 4 Summary 

practice 

Instructions 0.5 minutes 13 11 

Peer feedback on 

forum 

 10 11 

Example answer 2 minutes 13 11 

Task 5 Create a 

content outline 

for the 

presentation 

Example answer 3 minutes 13 13 

Feedback on 

forum 

4 minutes 9 13 

Instructions 1 minute 7 13 

Task 6 Preparation for 

the presentation 

Task instructions 0.5 minutes 13 13 

Peer feedback on 

forum 

3 minutes 8 13 

Instructions 0.5 minutes 13 13 

Link to another 

site 

3 minutes 6 13 
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Appendix 24: Concept maps – conceptual development 

coding (Reese, 2002; Kinchin 2000) 
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Appendix 25: Concept map scoring protocol (numerical 

evaluation) 
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Appendix 26: Oral presentation evaluation form 

 

 

 

 

 

1. Content              

 

 

 Yes No Comment 

1. The presentation focuses on the article 

topic 

   

2. Main ideas are clear    

3. There enough details / facts / 

examples to support the ideas 

   

4. All ideas are directly related to the 

topic 

   

5. The presentation is logically 

structured 

   

6. The presentation flows smoothly    

7. The introduction evokes interest    

8. The conclusion is effective    

9. Main ideas have been summarized 

effectively 

   

10. Ideas are critically compared and 

contrasted 

   

 

 

 

 

 

 

2. Language 

 

 

 Yes No Comment 

1. Effective use of language    

2. Appropriate terminology 

and terms used 
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Appendix 27: Oral presentation scoring scheme 

 

 

a. Content  

 
Code Levels 

1. Coverage 

& Relevance 

1st class Upper 2
nd

 Lower 2
nd

 Third Ordinary Fail 

Descriptions 

of the code’s 

characteristi

cs  for each 

level  

Maintains total focus on the 

topic/ topic throughout, 

while still successfully 

identifying a wide range of 

concepts and implications of 

topic and considering it from 

a number of angles and in 

depth. 

 

Is always relevant to the 

topic. 

 

Has an original and inventive 

approach to the presentation, 

and probably offers some of 

the student’s own ideas, data, 

interpretations or proposals. 

Offers reader new insights 

and could form the basis for 

further research on the topic. 

 

Shows a sound 

understanding of, 

and focus on, the 

demands of the 

topic.  

 

Identifies a wide 

range of concepts 

and implications 

of the topic and 

considers it from 

several angles 

and in some 

depth. 

Is always relevant  

Focuses on the topic , 

and identifies  the 

major areas which need 

to be addressed in 

answering the topic but 

may fail to address a 

wide enough range of 

issues and implications.  

 

Generally 

treats areas identified 

in sufficient depth. 

 

Is generally relevant to 

the topic. 

Occasional failure to 

focus on the topic. 

 

Shows an 

understanding of the 

topic, and identifies 

most of the major 

areas which need to 

be discussed, but has 

failed to include all 

the issues which 

need to be addressed. 

 

May have been 

rather one-sided in 

considering the 

topic, or somewhat 

superficial. 

Is usually relevant.  

Some failure to focus 

on the topic at times  

 

Shows some evidence 

of having understood 

the demands of the 

presentation but 

perhaps only covered 

part of the 

topic. 

Does not show the 

range and depth of 

coverage one would 

expect at this level. 

Contains some 

irrelevance. 

Has failed to identify 

the areas which 

needed to be covered 

in the assignment. 

 

Strays off the task 

quite frequently, and 

is often irrelevant.  
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Code Levels 

2. Analysis Ist class Upper 2
nd

 Lower 2
nd

 Third Ordinary Fail 

Descriptions 

of the code’s 

characteristics  

for each level 

Shows a deep 

understanding of complex 

concepts, and also of a 

wide range of concepts 

involved in the topic. 

 

Analyses concepts and 

issues carefully and 

critically, and shows 

outstanding ability to 

challenge ‘received 

opinion’ where 

appropriate.  

 

Develops complex 

arguments lucidly and 

persuasively. 

 

Provides clear criteria for 

evaluations made and 

conclusions reached.  

Consistently and 

effectively relates theory to 

practice, and is able to use 

the presentation as a basis 

for new interpretations of 

previous research and 

proposals for change in 

practice. 

Shows sound 

understanding of  

complex and wide-

ranging concepts 

involved in the topic 

demonstrates the ability 

to analyse concepts 

critically . 

 

Develops complex 

arguments logically & 

clearly. 

 

Evaluates arguments 

and evidence from 

reading and experience 

and provides 

convincing reasons for 

conclusions reached.  

Relates theory to 

practice and may make 

well-founded proposals 

for changes in practice 

on the basis of work 

done for the 

presentation. 

Shows reasonable 

understanding of a range 

of concepts, some of 

them complex.  

 

Often analyses and 

evaluates them critically, 

although the analysis 

may not always be 

thorough enough. 

 

Arguments are developed 

coherently. 

The presenter also makes 

some attempt to evaluate 

arguments and evidence. 

There is a quite frequent 

attempt to relate theory 

to practice. 

The presenter may make 

some proposals for 

changes in practice or 

suggest re-interpretations 

of current thinking. 

 

Shows some 

understanding of a 

range of concepts, but 

sometimes neglects to 

critically analyse 

them. 

 

Arguments may not 

be sufficiently 

developed or 

complex. 
 

The presentation  

may miss 

opportunities to relate 

theory to practice. 

The presenter does 

not generate new 

interpretations or 

proposals for future 

practice. 

Shows limited or 

partial 

understanding of 

major concepts, and 

neglects to consider 

a wider range of 

ideas.  

 

Overall, describes  

ideas rather than 

analyses them.  

 

Attempts to analyse 

the concepts tend to 

be rather 

superficial. 

 

Simple arguments 

not fully developed. 

Relationships 

between theory and 

practice not really 

drawn. 

Shows little 

understanding of 

the major 

concepts, 

although very 

basic concepts to 

do with the topic 

of the 

presentation may 

be comprehended. 

 

Lacks any critical 

analysis or 

evaluation of 

concepts. 

Arguments either 

not stated, or 

briefly stated and 

not developed. 

No relation of 

theory to practice. 
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Code Levels 

3. Support Ist class Upper 2
nd

 Lower 2
nd

 Third Ordinary Fail 

Descriptions of 

the code’s 

characteristics  

for each level 

Shows evidence of 

wide and often 

critical reading 

 

Illustrates points with 

well-chosen 

examples drawn from 

reading and 

experience. 

 

Shows outstanding 

ability summarise 

reading. 

Shows evidence of a 

range of relevant 

reading. 

 

Supports points well 

with  

examples drawn from 

reading  

and/or experience. 

 

Good ability to express 

ideas in own words. 

Shows evidence of 

some relevant  reading  

 

Supports most points 

with examples from 

reading and, 

occasionally, 

experience 

 

Shows ability to 

summarise though may 

be rather dependent on 

language of source 

material 

Shows evidence of 

limited reading, but 

sources used may be 

limited, or basic, or 

some major sources 

which are central to 

the subject may have 

been omitted.  

 

Supports some points 

in the presentation 

with 

examples from 

reading/experience.  
 

Very limited ability to 

summarise 

Shows evidence of 

very limited reading,  

 

Sources may be badly 

chosen, or too few. 

 

Support for the few 

points made in the 

presentation are 

superficial  

The presenter shows 

minimal evidence of 

background reading. 

 

Points made in the 

presentation are 

unsupported, and 

appear to be based 

entirely on personal 

experience and 

opinion. 

 

May be major errors 

of fact. 
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b. Presentation skills  

 

Code Levels 

Voice/ 

delivery 

 

Ist class Upper 2
nd

 Lower 2nd Third Ordinary Fail 

Descriptions of 

the code’s 

characteristics  

for each level 

Variability in tone and 

expression clearly 

linked to subject matter 

 Clear, well-paced 

verbal delivery at 

suitable volume for the 

environment 

Appears calm and 

confident 

Some variability in tone 

and expression linked to 

subject matter 

Clear, well-paced verbal 

delivery at suitable 

volume for the 

environment 

May appear to lack 

calmness/confidence 

Clear, well-paced 

verbal delivery at 

suitable volume for 

the environment 

May lack variability 

in tone and 

expression. 

Some apparent lack 

of 

calmness/confidence 

Mostly clear, well-

paced verbal delivery 

at suitable volume for 

the environment 

Somewhat lacking in 

variability of tone 

and expression 

Apparent lack of 

calmness/confidence 

Overall clear,  

though pace of 

verbal delivery 

and/or volume may 

be inappropriate 

Monotonous and 

lacking in  

expression 

Apparent lack of 

calmness/confidenc

e 

Lacks clarity 

Pace of verbal 

delivery and 

volume for the 

environment are 

inappropriate 

Monotonous and 

lacking in 

expression 

Apparent lack of 

calmness/confidenc

e 
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c. Format/Structure 

 

Code Levels 

Format/ 

Structure 

Ist class Upper 2
nd

 Lower 2
nd

 Third Ordinary Fail 

Descriptions 

of the code’s 

characteristics  

for each level 

The structure of the 

presentation is clear 

from the outset and 

is adhered to.  

The content is 

organised in such a 

way that each 

section links with 

and builds on the 

previous one, 

producing a 

coherent and logical 

development of 

arguments and 

ideas. 

Content utilises a 

range of sources 

and approaches 

which are 

interwoven 

efficiently to 

develop and support 

arguments or ideas. 

Clear evidence that 

the prior knowledge 

of the audience has 

been considered 

The structure of the 

presentation is clear from 

the outset and is adhered 

to.  

The content  is, for the 

most part, organised in 

such a way that each 

section links with and 

builds on the previous 

one, producing a 

coherent and logical 

discussion of selected 

material 

Content utilises a range 

of sources and 

approaches to develop 

and support arguments or 

ideas 

Clear evidence that the 

prior knowledge of the 

audience has been 

considered 

The structure of the 

presentation is clear from 

the outset and is mostly 

adhered to.  

The content is generally 

organised in such a way 

that each section links 

with the previous one. 

However, material 

selected is not always 

presented in discussed 

logically or in a manner 

which enables the 

audience to follow the 

development of an 

argument. 

Content relies heavily on 

description and 

arguments or ideas are 

not well developed.  

There is some evidence 

that the prior knowledge 

of the audience has been 

considered 

The structure of the 

presentation is unclear 

from the outset or is 

seldom adhered to.  

The content is 

somewhat fragmented 

and sections do not 

clearly link with each 

other or build on the 

previous ones.  

There is a general lack 

of coherence and logic.  

Content is mostly 

descriptive and 

arguments or ideas are 

either not apparent or 

well developed.  

There is little evidence 

that the prior 

knowledge of the 

audience has been 

considered 

There is an 

apparent absence of 

structure 

The content  is 

mostly disorganised 

Sections do not 

links with or builds 

on the previous 

one., 

There is an absence 

of coherence and 

logic  

There is little 

evidence that the 

prior knowledge of 

the audience has 

been considered 

There is no 

structure to the 

presentation and 

content is covered 

in apparently 

random fashion 

There is an absence 

of coherence and 

logic 

There is no 

evidence that the 

prior knowledge of 

the audience has 

been considered 
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d. Preparation 

 

Codes Levels 

Preparation Ist class Upper 2nd Lower 2nd Third Ordinary Fail 

Descriptions 

of the code’s 

characteristics  

for each level 

The presentation 

has been very 

well prepared in 

every respect i.e.  

There is evidence 

that the presenter 

has familiarised 

themselves with 

all the materials, 

the equipment 

and the content 

chosen 

The presentation 

has been  well 

prepared in every 

respect i.e. 

There is some 

evidence that the 

presenter is 

generally familiar 

with the materials 

and the content 

chosen 

The presentation has 

been adequately prepared 

in most respects i.e. 

There is some evidence 

that the presenter is 

familiar with the 

materials and content, 

though there may be 

exceptions 

There is evidence that 

the presentation has 

been hastily prepared, 

resulting in some 

aspects being 

underprepared  

The presenter is not 

familiar with the 

majority of materials 

and content chosen 

The presentation 

has been very 

poorly prepared i.e. 

There is evidence of 

major gaps in the 

presenters 

familiarity with 

their content and/or 

materials. 

The presentation has 

been carelessly prepared 

in every respect i.e. 

There is clear evidence 

that the presenter is 

unfamiliar with the 

materials and the content 

chosen and appears 

unprepared for the 

presentation 
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Appendix 28: Retrospection task – Coding scheme (42 codes) 

Code Description Example When to use When not to use 

RP1 Reading process: Top down “I start by paying attention to the general 

text elements and then I move on to 

reading..” 

To describe a 

student’s general 

approach to reading 

Use RS5 if the student refers 

to predicting content by 

paying attention to general 

text elements 

RP2 Reading process: Bottom up “I like reading an article in detail right from 

the start..” 

  

RS Reading strategies    

RS1 Connect what I already know to what I’m 

reading 

“I tend to think of the general topic and see 

if I know anything about it first..” 

  

RS2 Connect what I’m reading with other 

sections of the text 

“and at times, while reading, I check the 

next paragraphs to see what follows..” 

  

RS3 Connect co-textual elements (i.e. graphic 

illustrations, charts, and highlighted 

concepts” 

“When I read I also pay attention to charts, 

etc. to check if they relate to what I’m 

reading..” 

  

RS4 Identify main ideas and concepts (i.e. 

underline, highlight, italicised terms) 

“I find it useful to look for the main idea in 

a paragraph and make a note” 

When a student 

looks for the main 

idea, concepts, key 

words while 

reading 

Not be used when a student 

mentions for instance 

underlining without  

explaining the purpose 

RS5 Predict the reading content (i.e. look for 

concepts, charts, titles) 

“Before I read the article I look for 

keywords, or try to understand what it will 

be about by reading the headings..” 

When a student 

briefly checks for 

concepts, etc. 

before the reading 

process starts 

This should be viewed as a 

pre-reading (preparation 

strategy) 

RS6 Ask questions about the content (i.e. turn 

titles or headings into questions) 

“I tend to read by having specific questions 

in mind like when did sth happen and when 

I locate information I use the wh word to 

make a note next to the title of this 

section..” 

  

RS7 Identify the organisation of arguments (i.e. 

follow the outline of the article) 

“It is also useful to check the structure of 

the article just to understand the 

organization of content better...” 
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RS8 Identifying a purpose for reading the paper “I’m almost always looking for sth when 

reading and keywords for example help me 

understand why I’m reading an article 

  

RS9 Skimming “There was a time when I read an article 

got the main idea very quickly, like within 

10 minutes..” 

When a student 

refers to general 

skimming tips 

 

RS10 Scanning “In certain cases I tend to look for specific 

information because I’m working on an 

essay i.e. definitions of behaviourism..” 

Or general 

scanning tips 

 

IAT Identify the article type (Seymour, 1996):    

IAT1  Explanation “I know for example when an article states 

a problematic area in the field and then 

explanations and solutions are provided..” 

Only if the students 

clearly explains 

how they 

distinguish the 

article type 

Justification required 

IAT2  Definition “I try to see if the article develops around a 

specific concept or not..” 

Only if the students 

clearly explains 

how they 

distinguish the 

article type 

Justification required 

IAT3  Sequence “When I read I’m also looking at the 

structure and if there are stages for example 

in the way content is grouped..” 

Only if the students 

clearly explains 

how they 

distinguish the 

article type 

Justification required 

APS Academic paper structure    

APS1  Abstract  “I then tend to look at the abstract to find 

out more information..” 

  

APS2  Introduction “The introduction also helps me to 

understand the topic..” 

  

APS3  Review of the literature review “If I decide to read in detail then the lit 

review is very important..” 

Covers also 

mentions to parts 

such as background 

information, etc. 

 

APS4  Methods and materials “The methodology section is a part  read if 

I want to find more about instruments, 

participants, etc.) 
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APS5  Procedures “When I try to understand how the 

researcher got the results I read about how 

the experiment was conducted..” 

  

APS6  Results “I do not tend to read the results because at 

times the description is not very clear..” 

  

APS7  Discussion “I like this part if I have understood the 

method because it explains the results even 

further...” 

  

APS8  Implications “If I want to understand more about issues 

or problems then there’s usually a section 

about this..” 

Can also be used if 

the students make 

reference to 

sections such as 

Limitations, etc. 

 

APS9  References “At times I might look at the list of 

references to find out more sources about 

the same topic..” 

  

PE Paralinguistic elements    

PE1  Glossaries “If there’s a glossary I look there for more 

information about terms..” 

  

PE2  Tables/Graphs/Charts “I might have a look at charts to see if I can 

understand anything extra..” 

In case the students 

consult these 

elements not just 

for prediction 

purposes but to get 

more in depth 

knowledge 

 

PS Paragraph  structure    

PS1  Topic sentence “When I read quickly I tend to focus on the 

first sentence in each paragraph.” 

It is not necessarily 

the first sentence in 

a paragraph though 

 

PS2  Supporting arguments “For reasons or examples I check 

paragraphs to see if there extra 

arguments...” 

 Can be the main body only if 

it includes evidence that 

supports the paragraphs topic 

PS3  Summary sentence “...I then read the last sentence from each 

paragraph to get an idea quickly” 

  

PS4  Extension of the idea “If I find the topic sentence interesting then 

I read the whole paragraph to understand 

Can refer to the 

main body of a 
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more..” paragraph or the 

number of 

paragraphs that 

explain the idea 

further 

DM Discourse markers    

DM1  Classification (i.e. categories / bullets 

/headings) 

“I like bullet points because they sort of 

guide me and make information stand out..” 

Subtitles can also 

be used as 

classification 

symbols 

 

DM2  Process (i.e. cardinal numbers / adverbs 

such as next, as soon as, while) 

“At times I’m looking for connectives to 

understand when the next section starts or 

when did the discussion on a topic begin 

within the article..” 

  

DM3  Illustration (i.e. for example., for instance, 

etc.) 

“..or if I need an example I look for i.e., 

etc..” 

  

DM4  Cause/ effect (i.e. consequently, therefore, 

for these reasons, etc.) 

“Conclusions are quite obvious and this is 

where I find reasons for something too..” 

  

DM5  Comparison (i.e. similarly, in the same way, 

etc.) 

“If I want an example I might look for 

similar situations that sometimes authors 

discuss..” 

  

D Difficulties    

D1 9. Deducing unknown Vocabulary / 

Terminology 

“Quite often I find it difficult to understand 

specific terms in the field but then I read 

the rest of the paragraph and I get the 

meaning of these terms...” 

This covers, 

context, related or 

relevant vocabulary 

as well... 

 

D2 10. Interpreting Charts “I think charts are quite difficult because I 

don’t know how to read them..” 

  

D3 11. Identifying the topic “There are moments where I read and read 

and the text is so theoretical I can’t figure 

out what the main topic is..” 

  

D4 12. Identifying the paper’s topic and relating to 

their purpose for reading 

“In other cases I read the article but I can’t 

decide If I really need it for my reading 

purposes..” 

  

StD Solutions to difficulties    
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StD1  Dictionary use “I use dictionaries a lot, like online, books, 

terminology dictionaries..” 

Covers all sources 

of this type and 

function 

Are article-external sources 

StD2  Further exemplification reading “If I’m not able to understand then I keep 

reading certain parts over and over...” 

Reading further 

and in details 

 

StD3  Consultation of glossary terms “Some articles provide like a list of terms 

and definitions so I find this useful when I 

can’t follow..” 

Not extra source, it 

is part of the article 

structure 
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Appendix 29: Revised taxonomy 

The following table shows how the Revised Taxonomy (2.3.5, Table 2.2) and the conceptual ability rubric (3.9.2.1.1, Tables 3.8 & 3.9) were combined 

to classify the reading strategies and processes that were employed by the students (4.1.1). The strategies are mentioned in random order and they 

emerged as it is described in 3.9.3.1, 3.9.2.1.2 and 4.1.1. 

Conceptual Development Levels Revised Taxonomy Indicators Strategies 

Lower 1 Remembering  Observation and recall of information 

 Knowldegde of dates, events, places 

 Setting goals, orienting attention 

 Knowledge of major ideas 

 Mastery of subject matter 

 Recognising terminology 

 Establishing a purpose for reading 

 Top down reading processes 

 Dictionary use 

Lower 2 Understanding  Understanding / gathering information 

 Grasp meaning 

 Translate knowledge into new context 

 Interpret facts, compare, contrast 

 Order, group, infer causes 

 Predict consequences 

 Predicitng reading content 

 Scanning 

 Skimming 

Intermediate 1 Applying (Problem solving)  Use information 

 Use methods, concepts, theories in new situations 

 Problsm solving required skills or knowledge 

 Guessing unknown vocabulary 

from the context 

 Identifyig ideas and concepts 

Intermediate 2 Reasoning  Seeing patterns (voluntary attention) 

 Organization of parts 

 Recogniiton of hidden meanings 

 Identification of components 

 Identifying topic sentences 

 Iidentofying the organization of 

arguments 

 Consulting bullet points, 

numbering, lists, etc. 

 Locating example dscourse 

markers (such as i.e., etc.) 

 Consulting the introductory 

paragraph 



 

 

466 

 

 Reading the summary sentences 

of each paragraph 

Higher 1 Evaluating  Compare and discriminate between ideas 

 Assess value of theories, presentations 

 Verify value of evidence 

 Recognize subjectivity 

 Locating comparison discourse 

markers (i.e. similarly, etc.) 

 Chart interpretation 

 Identifying the article type (i.e. if 

it develops around the 

explanation of a definition) 

 Attention to discourse markers; 

cause and effect 

Higher 2 Creating (Decision Making)  Use old ideas to create new ones 

 Generalize from given facts 

 Relate knowledge from several areas 

 Predict, draw conclusions 

 Decision making 

 Reading the article abstract 

 Summarising information from 

each paragraph 

 Identifying the paper’s topic and 

relating to their purpose for 

reading 

 Consulting the literature review 

 Discovering a sequence / 

establishing connections 

 Activating prior knowledge  
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Appendix 30: Indicative concept map answers 

Expert map 
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The above map received a score of 38 when counting the valid connections 

(number of links between the concepts, from the higher to the lower level). In terms of the 

levels of concepts there were 7 levels and each was awarded a score of 5, with a total of 

35. There were no instances of cross-links between concepts from different levels and 

finally there were four instances of examples which were awarded 1 point and the total 

score for the expert map was 77. 

The following example is a concept map from a student of a high performance: 
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The student’s map received a score of 34 for the established relationships between 

concepts, a score of 35 for the 7 identified levels (7x5=35), no points were awarded for 

cross-links as there were no relevant instances and finally 2 points for the two examples 

that the student brought up (2x1). The total raw score was therefore 71 and the student’s 

map was therefore 92.2% similar to the expert’s map.    
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Appendix 31: Example of a student non-concept map 

 

The example is taken from the pre-treatment sessions and is indicative of a linear, 

chain map where all the concepts link from one to another only. It is also indicative of a 

low conceptual development since the relationships between the various concepts are not 

developed in depth and there are no cross-links: 
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Appendix 32: Student individual scores for pre-treatment oral presentations 

 

 

 

 

 

Themes S1 S2 S3 S4 S5 S6 S7 S8 S9 S10 S11 S12 S13 

Coverage & Relevance 2
nd

 i 2
nd

 ii Ordinary 3
rd

 2
nd

 i 2
nd

 i 3
rd

 2
nd

 i 2
nd

 ii 1
st
 2

nd
 ii 2

nd
 i Ordinary 

Analysis 2
nd

 i 2
nd

 i 3
rd

 3
rd

 2
nd

 i 2
nd

 ii 2
nd

 ii 2
nd

 ii 2
nd

 ii 2
nd

 i 2
nd

 ii 2
nd

 i 2
nd

 ii 

Supporting Evidence 2
nd

 i 2
nd

 ii 2
nd

 ii 2
nd

 ii 2
nd

 ii 2
nd

 i 2
nd

 ii 2
nd

 ii 2
nd

 ii 1
st 2

nd
 ii 2

nd
 i 3

rd
 

Voice and delivery 1
st
 1

st
 2

nd
 ii 2

nd
ii 2

nd
 ii 2

nd
 ii 2

nd
 ii 2

nd
 i 2

nd
 ii 2

nd
 i 2

nd
 ii 2

nd
 i 3

rd
 

Format / Structure 2
nd

 i 2
nd

 ii 3
rd

 2
nd

 ii 2
nd

 ii 2
nd

 i 2
nd

 ii 1
st 2

nd
 ii 2

nd
 i 2

nd
 i 2

nd
 ii 3

rd
 

Preparation 3rd 3
rd

 2
nd

 ii 3
rd

 2
nd

 i 2
nd

 i 3
rd

 2
nd

 i 2
nd

 ii 2
nd

 i 2
nd

 i 2
nd

 i 3
rd
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Appendix 33: Student individual scores for post-treatment oral presentations 

 

 

 

 

 

 

Themes S1 S2 S3 S4 S5 S6 S7 S8 S9 S10 S11 S12 S13 

Coverage & Relevance 1
st
 1

st
 2

nd
 i 2

nd
 i 1

st
 1

st
 2

nd
 i 1

st
 1

st
 1

st
 1

st
 1

st
 2

nd
 i 

Analysis 2
nd

 i 1
st
 2

nd
 i 2

nd
 i 2

nd
 i 1

st
 1

st
 2

nd
 i 1

st
 1

st
 1

st
 1

st
 1

st
 

Supporting Evidence 1
st
 2

nd
 i 2

nd
 i 1 1

st
 2

nd
 i 1

st
 1

st
 2

nd
 i 1

st
 

 

1
st
 1

st
 2

nd
 i 

Voice and delivery 1
st 

 

1
st
 1

st
 2

nd 
i 1

st
 1

st
 2

nd
 i 1

st
 2

nd
 i 1

st
 1

st
 2

nd
 i 2

nd
 i 

Format / Structure 1
st
 2

nd
 i 2

nd
 i 1

st
 1

st
 2

nd
 i 2

nd
 i 1

st
 

 

2
nd

 i 1
st
 2

nd
 i 1

st
 2

nd
 i 

Preparation 2
nd

 i 1
st
 1

st
 2

nd
 ii 1

st
 1

st
 2

nd
 i 1

st
 1

st
 1

st
 1

st
 1

st
 2

nd
 i 
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Appendix 34: Screen-capture transcription example 

 

Example of screen-capture transcription Day 2 – Task 2 
 

Start time 

(h;min;sec) 

Action/Event Result of 

action 

Comment Duration Step 

0:10:01 Mouse move 

and scrolling 

up and down 

 Student reads 

the 

questionnaire 

0:00:21 Reading 

0:10:22 Moves mouse 

on the first 

question and 

the text cursor 

flashes 

Text cursor 

appears  

Thinks about 

the answer 

 

 

 

0:00:12 

 

 

Thinking about 

question 1 

0:10:34 Starts typing 

the answer 

The cursor 

types 

Writes an 

answer 

0:00:24 Answering 

question 1 

0:10:58 No mouse 

move 

Answer 

incomplete 

Thinks about 

the correct 

answer? 

0:00:08 Thinking 

0:11:34 Opens up the 

article from 

the relevant 

Moodle 

section 

Reading Checks the 

relevant 

section in the 

article to 

answer the 

question 

0:00:28 Checking the 

article for 

answers 

0:12:02 Returns to 

word doc and 

types the 

answer 

Mouse cursor 

moves over 

the word doc 

and types 

  

0:00:15 

Types final 

answer 

 

 

 

Example of screen-capture transcription Day 3 – Task 3 
 

Start time 

(h;min;sec) 

Action/Event Result of 

action 

Comment Duration Step 

0:30:05 Mouse does 

not move 

 Student reads 

the task 

instructions 

0:00:17 Reading 

0:30:22 Moves mouse 

on the first 

question and 

the cursor 

tops.. 

Text cursor 

appears  

Thinks about 

the answer? 

 

 

 

0:00:5 

 

 

Thinking about 

question 1 

0:30:27 Switches to the 

article 

The cursor 

scrolls 

Looks for the 

article section 

0:00:22 Searches for the 

answer 

0:30:49 Returns to 

multiple 

choice task 

Mouse cursor 

selects answer 

Answer 

selected 

0:00:08 Submits answer 

0:30:57 Feedback pops 

up 

Reading The answer is 

correct 

0:00:5 Checking 

answer feedback 
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Appendix 35: Student comprehension questions, Day 1 

Students Questions 

1 * What do you know about the concepts of attention and awareness in second language 

acquisition (SLA)?  

* How do these two concepts contribute to the process of learning and knowledge in SLA?  

* What kind of tools or mechanisms that have been already used under these two terms?  

* What were the findings of previous researchers on this topic and how did they tackle the 

issue?  

* In brief, can you state the main points that have been raised and the main solutions or 

proposals that have been suggested in this article? * What is your own understanding about the 

concepts of "Attention" and "Awareness" in SLA? 

2 what is the focus of this article? where is it situated in the literature? what is the methodology 

followed?  

what are the findings? what is the conclusion? 

3 * What are the main issues the authors investigated in the article? * What are the differences 

between implicit and explicit learning in terms of acquiring knowledge in L2? * What type of 

test did the author carry out on the participants? * Which linguistic area(s) do L2 learners pay 

more attention to when acquiring language? * It is said that "feedback in interactive settings" is 

important as it may allow subjects to pay more attention to problems or errors they have made.  

Do you think this is true?  If so, why? 

4 Why are attention and awareness important for in SLA? How are they connected to cognition? 

What do the SLA research findings say about them? What are the main issues of attention and 

awareness in SLA? How can we apply the findings to improve attention and awareness in 

SLA?   

5 What are the key points and concepts of the article? Is the text valid and relevant to your 

subject? Is the writer biased or neutral in their opinions? Can you summarise the important 

elements of the text easily or does it require further reading? Can you create a mind map of the 

concepts and topics of the text? 

6 1) what is the topic of the article? 2) What research has been done on this topic so far? 3) What 

are the methods used in order to investigate this topic? 4) What is are the results of the research? 

5) How would you evaluate the article? Was it informative, interesting etc 

7 1. What is the definition of awareness and attention and their differences? 2. What is the 

function of the awareness and attention in SLA? 3. What is the difference between explicit and 

implicit learning and knowledge? 4. What is working memory? 5. How does working memory 

function in SLA? 

8 1. What's the topic of this article? 2. What's the main idea of this article? 3. How many things 

did the author mention? 4. Why did the author take the examples? 5. What type is the article?   

9 1, what content can you predict from the title of the article? 2. can you make a story just by 

linking every subtitle of this article? 3. after read the article tell me what the article is talking 

about? 4. which paragraph is the most important one in the article? 5. tell me your reading 

strategy 

10 What is the article about? What is the writer's main argument? Do you agree or disagree with 

the author? what is the most important topic of the article? Create a concept map. 

11 1. which draws your attention first when you receive the article? 2. what do you think when you 

see the topic 'attention and awareness in SLA'? 3. Do you have any terms that you don't 

understand when you go through the title and sub-headings? 4. what techniques  do you usually 

use when you read an article in short time? E.g. 20 minutes. 5. If you have questions in the end 

of an article, do you read the questions firstly then read the article? Or do you read the article 

then answer the question immediately after reading ? 

12 1. What is the main topic of this article? 2. What are the research questions? 3. What are the 

main points in core issues? 4. What are the main methods to research? 5. What are the findings? 

13 What are the key points and concepts of the article? Is the text valid and relevant to your 

subject? Is the writer biased or neutral in their opinions? Can you summarise the important 

elements of the text easily or does it require further reading? Can you create a mind map of the 

concepts and topics of the text? 
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Appendix 36: Student responses - Task 4, Day 1 

 

 

 

 

Task 4 – Day 1: Student responses to open-ended questions 
 

Which of the 

aforementioned elements 

contributes more in 

enriching what you already 

know about the article's 

topic? 

 

 

From the topics provided can you choose what do you think 

the text is going to be about? 

Introduction and title implicit and explicit language learning 

the graphs how we could assist students to improve their working memory 

Graphs / Photos implicit and explicit language learning 

the role of input and output in language learning 

how can instructors maintain the students attention 

how we could assist students to improve their working memory 

the subheadings how we could assist students to improve their working memory 

Conclusion implicit and explicit language learning 

the subheadings how can instructors maintain the students attention 

Title implicit and explicit language learning 

introduction-conclusion 

references 

how can instructors maintain the students attention 

Sub-headings 

Introduction 

Conclusion 

Key words 

implicit and explicit language learning 

Summary 

Sub-headings 

Key words 

the role of input and output in language learning 

introduction, title implicit and explicit language learning 

the title how can instructors maintain the students attention 

The title how can instructors maintain the students attention 
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Appendix 37: Student example answer – Diagram 

 

The structure of the article (Student 4): 

 

        Attention and awareness 

        in L2 

 

 

           Attention and awareness 

                                                 Cognitive and science and SLA 

 input and intake 

    Attention and awareness  

                                                  in SLA research                                         implicit and explicit learning     

                                                                                                                              and knowledge          

                                                                                                      Consciousness raising and input enhance     

  

       apperception                      

 

        Core issues                        interface between implicit and explicit 

                                                                                                                                knowledge          

                                                                                                                               objects of attention                               

  

    Elicitation measures the role of attention and  

                                                                                                                 awareness of output    

 

 

       first person                             subjective and objective  

        verbal reports                               behavioural tests of learning                         

 

 

               Application  
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Appendix 38: Student entries on Moodle Glossary 

Students’ entries on the Moodle glossary 
 

Student Terms Correct definitions 

 

S1 

Acquisition 

Apperception: wrong 

Aptitude 

Competence: wrong 

 

2/4 

 

S2 

Comprehension 

Explicit learning 

Implicit learning 

Focus on forms: wrong 

 

¾ 

 

S3 

Explicit learning 

Implicit learning 

Input 

Intake 

 

4 

 

S4 

Acquisition 

Intake 

Input 

Noticing 

 

4 

 

S5 

Noticing 

Output 

Input 

Working memory 

 

4 

 

S6 

Working memory 

Implicit larning 

Explicit learning 

Input 

 

4 

 

S7 

Focus on form: wrong 

Focus on forms: wrong 

Input 

Intake 

 

2/4 

 

S8 

Working memory 

Apperception 

Competence 

Acquisition 

 

4 

 

S9 

Noticing 

Input 

Output 

Working memory 

 

4 

 

S10 

Comprehension 

Input 

Working memory 

Intake 

 

4 

 

S11 

Focus on form 

Working memory 

Input 

Output 

 

4 

 

S12 

Intake 

Output 

Noticing 

Working memory 

 

4 

 

S13 

Competence 

Implicit learning: wrong 

Explicit learning 

Input 

 

¾ 
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Appendix 39: Student task responses – Day 1 

 

Day 1: Main treatment cycle 

First Poll (Orientation) question and student answers 

 

 

Appendix H 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Appendix I 

 

Second Poll (Orientation) question and student answers 
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Appendix 40: Student results – Task 5, Day 1 

 

 

 

 

 

 

 

 

 

 

 

Day 1 – Task 5: Student results of the online tasks 
 

Average 

grade of first 

attempts 

Average 

grade of all 

attempts 

Average 

grade of last 

attempts 

Average 

grade of 

highest 

graded 

attempts 

Median 

grade (for 

highest 

graded 

attempt) 

Score 

distribution 

kurtosis 

(for highest 

graded 

attempt) 

84.44% 85.42% 91.11% 91.11% 100.00% 4,349 
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Appendix 41: Student and Expert treatment concept map 

examples 

 

 

 

Expert treatment map 

 

 

 

 

 

 

 

 

The map received a score of 32 for the relationships that were established between 

concepts, a score of 25 for the 5 levels of hierarchy that were created and 0 marks for 

examples or cross-links as the expert did not provide any. The total concept map score 

was 57 and the expert managed to create a concept map that depicts the connections 

between concepts and their classification according to article sections. 

Below is the example of a high achiever who constructed a similar type of task. 

The map received a total score of 49 and it was 85.96% similar to the map that was 

constructed by the expert. It also follows a similar logic in the depiction of the 

connections between ideas according to article sections. 
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High achiever treatment map 

 

 

 

 

On the contrary the following example indicates the performance of a low 

achiever. This work did not receive a mark as the student did not create a concept map 

but rather a diagram of the article structure which contained the main ideas. If the map 

scoring strategy was followed the student’s work would receive a total of 10 with 5 points 

for the number of relationships between concepts and 5 points for the number of 

hierarchy levels (1 level). 

 

Low achiever treatment map 
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Appendix 42: Example answers for Task 2, Day 3 

 

 

 

The nature of this exercise had mainly a reflective character and only extreme 

cases that would yield unacceptable processes would be marked down. An example of a 

low achiever’s guide is provided below by Student 9: 

 

 

 

Low achiever task answer, Task 2, Day 3 
 

 

 

 

 

 

 

 

It can be seen from the figure above that the low achiever places more emphasis 

on text comprehension and on the analysis of the various key words prior to the summary 

writing. There is also a lot of emphasis on non-necessary information such as further 

studies or future implications that are not typically included in summaries. When 

functioning at these levels the student is placed at lower conceptual levels according to 

the revised Bloom’s taxonomy. A high achiever which functions at a higher conceptual 

level would concentrate on the process steps with a view to plan and evaluate steps that 

would lead to successful summary writing. An answer which was indicative of these 

levels is presented below and clearly identifies the elements of a successful process as 

well as the core parts of this type of writing. In other words, high achievers also 

demonstrated the skill to creatively combine information towards creating a concise 

report of the main ideas of a text:  

 

 

 

When we write a summary: 

1. stressing the purpose of the study again; 

2. Acknowledging the weakness of the study; 

3. Proposing implications; 

4. Suggestions for further studies. 
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High achiever task answer for Task 2, Day 3 
 

 

 

 

 

 

 

 

 

High achiever summary process 1 for Task 2, Day 3 

 

 

Summary Practice 

 Understand the general gist of the article, taking the introduction, discussion and 

conclusion into account 

 Briefly go through the results of any experiments carried out in the paper 

 Begin with the general idea of the article and any hypothesis the author had 

 Name/quote any past research mentioned in the paper related to the experiment (but 

not all of those that the author mentioned may be relevant!) 

 Mention briefly the participants and methods used to investigate the author’s 

hypothesis 

 Talk about the results in respect of the author’s discussion 

 Tell us what the author thought of his results 

 Give any improvements you think would help to investigate further (i.e. different 

types of participants, different ways of sampling etc) 
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Appendix 43: Example of student low and high achiever 

answers 

High achiever 

 

Low achiever 

 

5 minute presentation. 

 

1. The history of attention and awareness. 

a. The noticing hypothesis 

b. Apperception 

c. Detection 

 Because a brief history is important to give the audience 

some background knowledge. 

2. The a brief overview of the core ideas, backed up by others research 

a. Interface 

b. Objects of attention 

 it is important to spend more time on the core ideas because 

without knowing the audience won’t follow the rest of the 

presentation 

3. Data measurement 

a. Verbal reports 

b. Behaviour testing 

 Very briefly explain these topics as they are not as 

important but they lead into applications. 

4. Applications 

a. Input enhancement 

b. Tasks 

c. Individual differences 

 Aptitude 

 Working memory 

 More time is to be spent on this area as it is the bulk of the 

text and the most informative. 

5. Future directions 

 This should be a brief ending to the presentation on what the 

author suggest happens next within this area, this is an 

appropriate closing topic. 

Content outline of presentation 

1) Overall information about the article  

 Attention and awareness  in SLA 

 Attentional mechanisms  

 Implicit and explicit learning  

2) Core issues  

 Interface between implicit and explicit knowledge  

 Objects of attention  

 The role of attention and awareness of output  

3) Experiences and consequences of the researches related to attention and awareness.  
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Appendix 44: Task 1, Day 3 

 

Task 1, Day 3 

 

These four texts differ in formality. One of the reasons for this difference is the different 

audiences they are targeting. 

Read the texts below carefully and then rank them from most formal (1), to most informal 

(4). When you have finished ranking the texts, submit your answer in the forum area. 

Rank the Texts 

A) Why write essays? In the modern world our thinking is largely 

transmitted by speech and through radio and television. At the university, 

however, you are required to do much of your thinking through writing. 

In the Humanities and Social Sciences you are inevitably required to 

produce a considerable number of essays. 
2
 

 

Ranking:  

B) It might be said that in-vitro fertilisation, at any age, is a matter of free 

choice, especially if the patient pays. If a woman wants the procedure, 

age should be irrelevant. But age can never be totally irrelevant. The line 

is unclear. But in the case of older mothers, questions of the "best interest 

of the child" press more insistently. And even when the patient pays 

something towards the cost of these procedures, there is some cost to the 

public. The issue of resource allocation remains.
3
 

 

Ranking:  

C) In many radiotherapy centres where planning for external beam 

treatments is performed by radiation therapists, the treatment sheet and 

its calculations are independently checked by staff from a different 

educational background, typically a radiotherapy physicist. The benefits 

of this practice were evaluated in a radiotherapy department with two 

http://unilearning.uow.edu.au/academic/1c.html#footnote2
http://unilearning.uow.edu.au/academic/1c.html#footnote3
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linear accelerators: one combined superficial-orthovoltage unit and one 

telecaesium unit.
4
 

 

Ranking:  

D) It's a real shame that something as simple as a diet was not taken 

account of by nurses, thus causing unnecessary pain to the patient. It 

probably caused even more pain to the patient's family and friends 

having to see their loved one die like that. How would we feel if we saw 

our own relative go through that experience? 

 

Ranking:  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://unilearning.uow.edu.au/academic/1c.html#footnote4
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Appendix 45: Online scaffolding examples 

 

Process models: 

 Task instructions 

 

 
 

Process prompts: 

 Built-in hints 

 

 
 

 Retries 

 
 

 Redirections 
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Process displays: 

 

 Task completion indicators 

 
 

 Learner portfolios 

 

 
 

 

Reflective social discourse: 

 

 Comment boxes 
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 Peer-assessment 

 
 

 Notification system with message alerts 

 

 
Quiz / Maze feedback  

 

 
 

 

The glossary  
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The forum discussion area 
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Appendix 46: Session 2 – Audio recordings 

 

Tasks Action Type of scaffolding Quotes Number 

of 

students 

(out of 13) 

Task 1 Creating a step-by-step 

guide 

Instructions “Looks OK and that’s 

clear..” Student 8 

8 

Feedback in the forum 

area 

“There’s feedback in 

the forum area, I found 

mine and it was good..” 

Student 9 

2 

Task 2 Answering the pre-

reading questionnaire 

Peer feedback from 

classmates on forum 

“Hahaha I knew I got 

this answer right!” 

Student 10 

3 

Teacher feedback “She has commented on 

my answers and has 

corrected a few 

mistakes” Student 9 

2 

Task 3 Summarizing each 

paragraph in one 

sentence 

Feedback from looking 

at peer answers 

“Oh I see what they 

have done, that’s  a 

different approach” 

Student 3 

9 

Task instructions “So, is this like writing 

a summary?” Student 

13 

1 

Task 4 The general idea Instructions “That’s good and 

simple” Student 6 

3 

Peer results “I saw that! It’s not that 

bad!” Student 6 

1 

Task 5 Multi-task (Quiz and 

Glossary) 

Instructions “Oh OK so we have two 

parts here” Student 8 

3 

Feedback “Hahaha feedback 

poped up straight 

away!” Student 2 

9 

Task 6 Creation of a concept 

map 

Task instructions “So we have to create 

the map and upload..” 

Student 5 

3 

Peer feedback on 

forum 

“I don’t think I can give 

this more than..it’s not 

fully developed, just 3 

nodes” Student 12 

8 

Teacher feedback on 

Forum 

“Did you see the tutor’s 

comments? Check this 

out” Student 10 

3 

One-to one workshops “I can see what score 

I’ve given and what 

they’ve given me so the 

comparison is good, you 

think? Student 4 

6 

Task 7 Identify the function of 

sentences 

Test feedback “Aha! This shows where 

the right answer is” 

Student 6 

3 

Score “That’s not bad, I 

thought I did worse!” 

1 
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Student 5 

Task 8 Rate the terms Peer and teacher 

feedback on forum 

“Hmm I didn’t like it for 

this task, it’s not so 

clear why each term 

was rated like this but 

she explains here for 

example” Student 5 

1 

Task 9 Concept diagram Peer feedback “I’m not sure if this 

comment refers to this 

concept or not” Student 

4 

9 

Diagram example “Yes, if you look at the 

example you can see 

you can have more 

nodes like..” Student 5 

6 

Task 

10 

Quiz with key terms 

description 

Process comments “Ok, I’m on track..” 

Student 3 

3 

Feedback “Yes, I know why I did 

great!” Student 9 

2 

Score “That’s not as good as I 

thought to, can I retry?” 

Student 7 

3 
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Appendix 47: Session 3 – Audio recordings Tasks 

 

 Action Type of scaffolding Quotes Number of 

students 

(out of 13) 

Task 1 Lesson activity 

on formality 

Teacher and student 

feedback on forum 

“Oh now it makes 

sense why this answer 

is wrong, the 

feedback here says it 

exactly..” Student 5 

2 

Example answer “I have checked this 

document here, it’s an 

example answer, have 

a look” Student 7 

1 

Task 2 Rank text 

extracts 

Peer feedback from 

classmates on forum 

“Hmm, so this is how 

they ranked it..” 

Student 4 

8 

Example answer “OK, so here is how 

we can rank a term 

like this one” Student 

2 

2 

Task 3 Identify the 

author’s 

purpose and 

tone 

Example answer “Cool, seems quite 

straightforward” 

Student 7 

6 

Task instructions “Instructions are OK 

but do we have an 

example?” Student 7 

5 

Task 4 Summary 

practice 

Instructions “Oh OK like a 

normal summary” 

Student 5 

3 

Peer feedback on forum “It seems I should 

have written in more 

detail” Student 8 

4 

Example answer “Hmm this is like the 

ones I’m creating but 

I have to find..” 

Student 10 

4 

Task 5 Create a 

content outline 

for the 

presentation 

Example answer “Looks like a list of 

headings to me...” 

Student 3 

3 

Feedback on forum “I could have added 

an extra section here, 

yes..” Student 8 

8 

Instructions “That’s clear, let’s 

see..” Student 4 

7 

Task 6 Preparation for 

the presentation 

Task instructions “Ok, good then” 

Student 1 

3 

Peer feedback on forum “More than 3 points 

here? But they’re not 

so important..” 

Student 11 

8 

Link to another site “Oh good, there’s an 

example here, it’s like 

a presentation so 

that’s fine” Student 1 

6 
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Appendix 48: Student performance Task 7, Day 2 

 

 

 

 

 

 

 

 
Student performance and mistakes for Task 7, Day 2 

 
Students Q1 Q2 Q3 Q4 Mistake 

1 Correct Correct Wrong Correct Q3: Failed to identify a topic sentence 

2 Correct Correct Correct Wrong Q4: Failed to identify a sentence that 

presented background information 

3 Correct Wrong Correct Correct Q2: Failed to identify a concluding 

sentence 

4 Correct Correct Correct Correct - 

5 Correct Correct Correct Correct - 

6 Wrong Correct Correct Correct Q1: Failed to identify a sentence which 

presented the results 

7 Correct Correct Correct Wrong Q4: Failed to identify a sentence that 

presented background information 

8 Correct Correct Correct Correct - 

9 Correct Correct Correct Correct - 

10 Correct Correct Correct Correct - 

11 Correct Correct Wrong Correct Q3: Failed to identify a topic sentence 

12 Correct Wrong Correct Correct Q2: Failed to identify a concluding 

sentence 

13 Correct Correct Correct Correct - 
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Appendix 49: Student responses – Task 4, Day 2 

 

Student responses to task 4, Day 2 
 

Question: What do you 

think are the main ideas 

of the "Awareness" 

article that you have 

read? 

 

 

Responses 

 

S1 

The main ideas of the Awareness are mostly referring to implicit  

and explicit learning and knowledge, as well as contributing with 

memory 

 

S2 

The main ideas of the article is around the ways in which attention 

and awareness are employed by L2 learners in SLA and the ways in 

which attention can be tested on SLA learners such as first-person 

verbal reports. 

S3 how students are aware of what they are searching for and what the 

most relevant parts could be  

 

S4 

Noticing 

<br />input 

<br />intake implicit and explicit learning 

S5 Awareness is vital in processing input. 

S6 how attention affects on different aspects of behaviour and learning  

S7 the role of attention and awareness played in second language 

learning 

 

S8 

It talks about the implicit and explicit knowledge in SLA from 

different angles. And it gives application in different aspects about 

attention and awareness in SLA.  

 

S9 

Awareness is that during second language learning process, the 

learners&#039; intention to try to turn the knowledge into long-term 

memory. 

S10 That attention and awareness are important in the Second language 

Acquisition and it is essential its continuous.  

 

S11 

there are some arguments about the attention and awareness in 

different aspects. What is the interface between implicit and explicit 

knowledge, the objects and the role of input. 

S12 that the core issues should be investigated with the particular 

methods proposed 

 

 

S13 

-input and output 

-noticing hypothesis 

-implicit and explicit learning 

-aptitude 

-attention 

 

Student reaction to article (Task 4, Day 2) 
 

What 

was 

your 

very 

first 

reaction 

to the 

article? 

Interesting Informative Boring Illogical Inaccurate well-argued scientific too long 

 2 7 2 0 0 1 1 6 

 0,153846154 0,538461538 0,153846154 0 0 0,076923077 0,076923077 0,461538462 
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Appendix 50: Student responses to the task questionnaire 

 

 

 

 

 

 

Student responses to the task questionnaire 

 

 Strongly agree Agree Disagree Strongly 

disagree 

1. The instructions are clear 9 2 2 0 

2. The questions are clear 10 2 1 0 

3. The feedback is useful 11 2 0 0 

4. There is a comprehensive 

overview of the course 

9 3 1 0 

5. Materials are presented in a 

logical order 

10 3 0 0 

6. The materials cover a wide 

range of areas and are 

interesting 

8 4 1 0 

7. The materials are relevant to 

my needs 

10 3 0 0 

8. The difficulty level of the 

materials is appropriate to my 

level 

7 4 2 0 

9. The course is structured in a 

logical order 

8 4 1 0 

10. The pace of delivery is 

appropriate 

8 1 4 0 

 


