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Abstract: This study aimed to investigate the language teaching and
learning which occurred via one-on-one desktop videoconferencing
(DVC), and the tutors’ and learners’ opinions about the online sessions.
To be specific, the research questions posed are: (1) What types of
instructional feedback do DVC tutors employ, and how do they affect
learners’ responses? (2) What is the rationale behind the use of different
types of instructional feedback in DVC?, and (3) What are students'
perceptions toward online language learning through DVC? Participants
included 12 pre-service teachers in Taiwan and 12 college learners of
Chinese as a foreign language in the United States. The study results show
that repetition is the type of instructional feedback used most frequently in
the online sessions while picture prompts were least used. In addition, this
study found that certain types of instructional feedback yielded more
learner responses than other types. Furthermore, the pre-service teachers’
teaching reflections reveal that they had particular reasons for using
certain types of instructions in a given context. Finally, the majority of the
learners in this study spoke highly about the desktop videoconferencing
project; however, they also indicated that there was room for improvement
for future projects.

WE: AU SERE X — R WG S BAmE], U
LA AR AE LR R W MRS SR S (1) &
T AT 2 S BUTAE A2 SRR R e S5t AREATTIn T s = >0
ISRL? (20 FMAE S AR 2 WP AN FRISR B 2 et I 5 e
MR 22 DL (3) AR il & W B8 5 R R A ?
ZINE ARGV 12 ZURRTEUNA 12 445 > R SO S E R4 B
SRR, EERALS TR MM NAAREEER, e AR
R HAIE . BAh, X FTA RGBSR i e S st A
MR R 5 52 2 H 3. Si4h, BT BUm s B RoR,

AT R 58 B B I AERR e 1 0 T A P R e e IR . e, A
For BR 2R 1 A W H 45 T 1 s BEVRA; 2R, A
AT AR S AR R A S T LA 2 T A5 50t ) s

© 2017 The Authors. Compilation © 2017 Journal of Technology and Chinese Language Teaching 1



Sung, Cheng Chinese Language Learning and Teaching through Desktop Videoconferencing

Keywords: Chinese language acquisition, desktop videoconferencing,
Skype

R PEE, RO, R TR

1. Introduction

With technology rapidly evolving in the 21 century, it is common to see educators
utilizing technology tools to aid in language learning activities. One type of frequently
used technology tool is synchronous computer-mediated communication (SCMC). Often
seen as an effective way to enhance learners’ communication skills, SCMC creates a real-
time environment which increases learners’ motivation in communication with others in
the target language (Yamada, 2009). SCMC studies in the past 20 years have identified
many benefits of the use of SCMC in language learning. To name a few, when compared
to face-to-face communication, SCMC better promotes equal turn-taking among
interlocutors in the target language, helps learners produce more speech, increases
introverted learners’ participation in discussions, and reduces learners’ anxiety levels
(Abrams, 2003; Beauvois, 1998; Kelm, 1992; Warschauer, 1996). Although SCMC is not
without any drawbacks such as learners feeling under pressure to produce language
quickly and being inflexible in terms of online meeting time (learners must set a specific
time to meet online) (Levy & Stockwell, 2006), the advantages of SCMC are seen as
outweighing the disadvantages. However, most SCMC studies have focused on the
effects of either voice, text, or a combination of voice and text communications on
language learning. A newer type of SCMC, desktop videoconferencing (DVC), which
provides real-time video, audio, and text transmissions between two or more locations, is
a relatively less researched area in terms of its effects on language learning and teaching.
Since the early 2000s, the number of people who use free videoconferencing Voice over
Internet Protocol (VoIP) tools, such as Hangouts and Skype made available by major
technology companies on desktops and mobile devices, has been quickly growing (Kozar,
2012).The availability of such tools has also attracted language educators to employ them
for teaching. Although DVC tools make communication with speakers at a distance
possible, and communication through DVC is seen as similar to face-to-face
communication, Kern (2014) cautions that “various forms of technological mediation
introduce important differences from face-to-face interaction” (p. 98). Therefore,
investigations are much needed on the under-researched type of SCMC, namely DVC,
and how it influences second language learning and teaching. By focusing on the
investigation of DVC, this study intends to contribute new findings to the SCMC research
field.

2. Theoretical Framework

This study is grounded in the interaction theory of language development, which
argues that second language acquisition occurs as a result of interaction. As Bates (1997)
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describes, interaction could be an individual or a social activity. Interaction occurs as an
individual activity when a learner uses a learning medium (e.g. a book or a computer
program) to learn. On the other hand, interaction is considered a social activity when a
learner interacts with others via learning medium. Before the technology boom, social
interaction was mostly thought of in a face-to-face mode. However, when technology
rapidly developed in the 21* century, a new kind of social interaction named
technologized interaction, referred by Hutchby (2001) as telephone- or computer-
mediated human to human interaction, has broadened the scope. Technologized
interaction can be categorized into three types: written, oral, and oral-visual (Wang,
2004). Amongst the three types, oral-visual interaction is considered the highest level of
computer-mediated interaction; however, it is also the most under-researched type. This
study looked into how teaching and learning occur in oral-visual interactions through
DVC.

3. DVC and Second Language Learning and Teaching

Previous studies investigated the use of DVC in second language acquisition in a
few areas: (1) exploring the use of DVC, (2) the effectiveness of using DVC, and (3)
teachers’ perspectives toward DVC. The rest of the section briefly reviews the studies
and teases out the DVC research areas that are still needed in the second language
acquisition field.

3.1 Exploratory Studies

Some of the existing studies on second language teaching and learning through
DVC are exploratory in nature. These studies tried to get an idea of how DVC tools are
used in language education. For example, Hampel and Stickler (2012) explored German
language teacher-student interaction in a DVC environment and reported a few common
topics including greetings and farewells, discussing technology issues, negotiating
meaning for the learning and teaching tasks, off-task conversations among students, and
teacher feedback. In Algeria, Bensafa (2014) also conducted an exploratory study on the
role of DVC in language education and identified two factors, namely interaction and
motivation, as the key factors to a successful DVC experience. As language teaching
through DVC is still at a fairly early stage in Algeria, Bensafa also mentioned the
importance of having well-equipped hardware for videoconferencing and sufficient
bandwidth to minimize possible delays during videoconferencing.

3.2 The Effectiveness of DVC

A few studies investigated the effects of DVC tools on language learning using
different types of evaluation criteria. For example, Charbonneau-Gowdy, Cechova and
Kriz (2009) examined the effectiveness of a DVC tool designed by a Canadian company
used between a group of English language learners in Czech Republic and an English
teacher in Canada. The study results showed that the learners not only gained more
language knowledge, but also became more empowered and self-directed. With a focus
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on language performance in DVC, Yamada’s (2009) study involved 40 English as a
foreign language (EFL) Japanese college students and found that the use of voice and
images in DVC enhanced the students’ learning performance in terms of turn-taking and
self-correction frequencies. In the Netherlands, Canto, Jauregi and Van den Bergh (2013)
compared three modes of communication (DVC, gaming, and face-to-face) and their
effects on language learning involving college learners of Spanish. The researchers
concluded that the experimental groups which used the DVC and gaming modes
outperformed the control group on their oral proficiency test. They also found that the
experimental groups reported being more motivated and gaining more inter-cultural
awareness and confidence. In a different study, Cheng and Zhan (2012) found that
learning through DVC enhanced the learners’ understanding of the content; however,
they also cautioned that overusing multimedia may cause instructional obstacles and
claimed that developing abilities that link technology tools with instructional goals was
the key to online teaching success.

3.3 Teachers’ Perspectives on DVC

Teachers’ experiences with, and perspectives on, DVC were investigated in a few
studies. Er6z-Tuga and Sadler (2009) invited a group of language instructors to test and
evaluate six DVC tools. The results indicated that the teachers ranked MSN Messenger
and Skype as their top two tools for both language teaching and personal communication.
Another study focusing on teachers’ perceptions is Guichon’s (2010) investigation of
online teachers’ experiences of using DVC in language teaching. In order to build a DVC
platform for language teaching, Guichon examined the teachers’ comments about the
difficulties they encountered when teaching via DVC, the strategies they used to try to
overcome the difficulties, and the suggestions they provided. The results illustrated that
most of the difficulties found were technical and that the strategies identified and the
suggestions provided later were mostly tied to addressing the technical difficulties found.

In summary, the existing studies on DVC have identified different genres in
teacher-student interactions and found positive psychological and language learning
outcomes after using DVC. Moreover, current literature also touched upon teachers’
opinions about DVC including the particular DVC tools they preferred to use and
pedagogical issues related to DVC. After a review of the literature, a couple points are
apparent. First, although many aspects of DVC have been studied, the quantity and the
context of the studies are not large and wide enough to make generalizations in all
language learning contexts. A call for more research in all aspects of DVC is needed.
Second, it seems that one aspect most lacking in the DVC research is an analysis on how
actual teaching and learning occur in interactions in DVC, such as Kozar’s (2015) study
not mentioned in the literature review above. Kozar did a thorough investigation on the
interactions of six tutor-learner dyads in a private online English language learning
school and found that even though the learners were highly satisfied with the DVC
sessions with their tutors, the analysis of the actual interactions illustrated that the
instructions were not of good quality. There was no preparation for the lessons, and the
interactions were mainly in recursive question-answer sequences, in which the learners
were inclined to answer questions, but not initiate exchanges. As Kozar stated, “As the
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social practice of teaching language online via audio/videoconferencing tools continues
to grow, there is a clear need to understand the dynamics of this practice and its effect” (p.
98). While Kozar’s study has provided some understandings of the nature of teaching and
learning interactions in the context of a private online language school, more work is yet
to be conducted in relation to the varying teaching contexts. Although the current
literature showed that language learning outcomes in DVC are positive, without a close
analysis of the actual teaching and learning episodes which occur in DVC, no
constructive teaching or learning suggestions can be made to improve DVC language
instruction. Hence, this study seeks to fill in the research gap by investigating teaching
and learning episodes in DVC, and what online teachers and learners think of teaching
and learning via DVC.

4. Research Questions
The research questions are as follows.

(1) What types of instructional feedback do DVC tutors employ, and how do they
affect learners’ responses?

(2) What is the rationale behind the use of different types of instructional feedback in
DVC?

(3) What are students' perceptions toward online language learning through DVC?

5. Methods
5.1 Participants

Participants in this study include 12 Taiwanese tutors and 12 American learners of
Chinese as a second language. The Taiwanese tutors were pre-service teachers taking an
undergraduate introductory language teaching course in a teacher-training university in
Taiwan. Half of them had no previous language teaching experiences while the other half
had taught English as a second language to young learners for a few months. The
American learners were taking an advanced Chinese conversation course in a state
university in the southwest United States. The tutors all majored in education with
different concentrations. As for the learners, half of them were business majors (e.g.
Accounting, International Business, and Marketing) while the rest majored in different
disciplines such as American or Asian Studies, English, Global Communication, and
Mechanical Engineering. The age range of the participants was between 19 and 24. All
participants had prior experience with a DVC tool such as Skype used in this study.
However, all of the participants used it as a personal communication tool except for one
learner who used it to take an online language course.

With respect to the American learners’ Chinese learning background, all of them
were native speakers of English who had studied Chinese for three to four years. Even
though the learners had similar lengths of time studying Chinese, their prior learning
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experiences before coming to the conversation course were significantly different. Five
of the 12 learners spent two years in a Chinese speaking community abroad for a
religious mission while the rest of the learners studied Chinese in a typical language
program at a university in the western United States. Because of the distinctive learning
experiences, the learners’ self-rated Chinese proficiency level and comfort level speaking
with Chinese native speakers were divergent. Table 1 shows that some participants
believed their Chinese was still at the beginning level while some thought they were at
the intermediate level, and only a few considered their Chinese proficiency to be
advanced.

Table 1: Self-rated Chinese proficiency level
Proficiency Levels # of Learners

Beginning High 3

Intermediate Low
Intermediate Mid
Intermediate High
Advanced Low
Advanced Mid

— = N[ W DN

Table 2: Self-rated comfort level speaking with native speakers
Comfort Level Speaking with Native Speakers # of Learners

Comfortable

Somewhat Comfortable
Somewhat Uncomfortable
Uncomfortable

W[ W | W |W

Table 2 illustrates that the participants felt differently when speaking with native speakers.
The number of participants who felt comfortable, somewhat comfortable, somewhat
uncomfortable, and uncomfortable speaking with native speakers was spread out evenly.
This could be a result of some of the participants reporting that they frequently (e.g.
every day) talked with native speakers while others reported seldom conversing with
native speakers (e.g. once a month) in a survey they completed after the DVC project
ended.

5.2 Procedure

Before the semester began, the instructors in Taiwan and the United States set up
three 30-minute one-on-one DVC sessions for the Taiwanese students to practice
teaching and for the American students to review materials taught in class. These DVC
sessions were designed as class assignments. The theme for the first session was related
to the first movie seen in the Chinese conversation class named, Sorry. I love You. The
second session was designed to review Chinese dining etiquette knowledge taught in
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class. The third session was related to the movie, Hear Me, a second movie seen in the
conversation class. The Taiwanese tutors are all knowledgeable about Chinese dining
etiquette as it is embedded in the culture they practice in their daily life. In addition, the
tutors were asked to finish watching the two movies before the review sessions for those
movies. A few weeks before the project started, the instructors helped each dyad set up
the meeting time for each session and recorded the schedule on Google Docs, which
could be accessed by all participants. The participants also exchanged email address
information for easy communication, such as when the tutors needed to send out
reminders to the learners about their meetings or in case a meeting time needed to be
rescheduled. The first session occurred mid-semester, and the consecutive sessions
occurred every other week after the first session. Before each session, the tutors were
required to prepare for the online teaching by creating their own teaching materials using
PowerPoint, and explain it to the instructor and their classroom colleagues in Taiwan. For
the two movie sessions, the tutors were expected to first review the content of the movie
to ensure the learners had reached a certain level of understanding. Next, the tutors would
focus on discussing the Chinese culture observed in the movie. For example, the tutors
pointed out certain body language and ways of expressing oneself in the movies and
explained how they were related to the way Chinese people expressed love. For the
Chinese dining etiquette session, the tutors were to briefly review the materials taught in
class (the US instructor showed the teaching materials to the tutors in advance) and then
attempted to expand the learners’ knowledge on the topic by adding new, related
information. For example, the tutors were prepared to review Chinese table manners such
as seating arrangement and appropriate time to start eating. After the review, they added
more information on the topic of adequate Chinese dining such as a discussion about the
conventions related to chopsticks (e.g. not to stick chopsticks in a bowl of rice). The
learners were asked to record each session using the software, Callnote, and submit the
recordings to the US instructor.

5.3 Data Collection

The data included in this study are (1) the recordings of the dyads’ DVC sessions,
(2) American learners’ survey regarding their opinions about the DVC sessions, and (3)
Taiwanese tutors’ reflections on their teaching. The participants submitted their
recordings every time they completed a session. Some of the dyads had different
technical issues; therefore, some of the recordings were not complete. At the end, a total
of 13 complete sessions were recorded, which resulted in 395 minutes of interaction data
analyzed in this study. After the online sessions ended, the American learners were asked
to complete a survey in class. The survey consisted of two parts. Part 1 elicited the
learners’ learning background information, part of which has been presented in the
Participants section above. Part 2 included open-ended questions regarding the
effectiveness of the DVC sessions and suggestions for future DVC projects. At the same
time, the US instructor traveled to Taiwan to visit the tutors in their classroom. The US
instructor divided the tutors into small groups and posted a few questions to guide them
for discussion on their online teaching. At the end of the visit, each tutor wrote a teaching
reflection and shared it with others. The written reflections were also used as data in this
study.
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5.4 Data Analysis

For research question 1, what types of instructional feedback do DVC tutors
employ, and how do they affect learners’ responses?, the researchers first identified all
teaching episodes in the session recordings. In this study, a teaching episode is defined as
the whole process of the teaching of a single language point. A teaching episode can be
student-initiated, which occurs when the student uses the target language inappropriately
or asks a language question and the tutor responds to it. A teaching episode is teacher-
initiated when the tutor uses different means to check the student’s understanding of a
language point and the student does not understand and needs more instruction. Once the
researchers identified a teaching episode, the type of instructional feedback employed in
the episode was analyzed. This study found seven types of instructional feedback. The
definition of each type is listed below (See Appendix 1 for examples).

(1) Translation: The teacher translates an utterance from Chinese to English.

(2) Simplified Reformulation: The teacher paraphrases his or her utterance.

(3) Direct Explanation: The teacher uses Chinese to explain the meaning of a word, a
phrase, or a sentence.

(4) Examples: The teacher gives examples of the meaning or concept he or she tries
to convey.

(5) Repetition: The teacher repeats what he or she says.

(6) Elaboration: The teacher attempts to let the student give more information by
pausing to let the student complete the teacher’s utterance or by asking questions
to help the student elaborate more on the topic.

(7) Picture Prompts: The teacher uses one or more pictures as prompts to assist the
student’s understanding and to encourage discussions.

Next, the researchers analyzed how the learners responded to each type of
instructional feedback. This study found four kinds of responses from the students, which
are listed below (See Appendix 2 for examples).

(1) Confirming Understanding: The student says something such as “Right”, “Oh ya.”,
or “I got it.” to confirm his or her understanding.

(2) Repetition: The student repeats the teacher’s utterance.

(3) Responding Correctly: The student’s response to the teacher’s statement or
question is on topic and uses correct formulation.

(4) Not Understood: The student’s response is incorrect (e.g. off the topic, wrong
grammar, etc.), which shows that he or she does not understand the teacher’s
instruction.

Confirming understanding and repetition are considered learner uptakes, which refer to a
student's response that follows the teacher's instruction. On the other hand, responding
correctly is considered learner repair, which is the correct reformulation of an error as
uttered in a single student turn (Lyster & Ranta, 1997). Both learner uptake and repair are
seen as indicators of learning effectiveness (Sung & Tsai, 2014).
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After all instructional feedback and responses are identified, the researchers
tallied the frequencies of each type of instruction and student response.

For research question 2, what is the rationale behind the use of different types of
instructional feedback in DVC?, any concepts or reasons which made the tutors use
certain kinds of instructional feedback in the online sessions, and that which emerged in
the tutors’ teaching reflection notes, were coded into different categories for reporting.
For research question 3, what are students’ perceptions toward online language learning
through DVC?, common ideas which emerged in the following areas were coded into
different categories under each area: language skills most benefited, language skills least
benefited, cultural knowledge gained, and future DVC project suggestions.

6. Results
6.1 Instructional Feedback Types and Student Responses in the DVC Sessions

This study identified a total of 168 teaching episodes in the DVC sessions, among
which 100 of them are student-initiated and 68 of them are teacher-initiated. The number
of student-initiated episodes being larger than the teacher-initiated ones is a sign of active
learning. In addition, a total of 190 instances of instructional feedback were executed in
the 168 teaching episodes, among which repetition (34%) was most frequently used,
followed by direct explanation (19%), simplified reformulation (17%), translation (10%),
elaboration (9%), examples (7%), and picture prompts (4%) (See Table 3). In fact,
repetition was used almost twice as many times as the second most frequently used type,
direct explanation. On the other hand, picture prompts were the least used for teaching by
the tutors.

Table 3: Frequencies of instructional types and student responses

Instructional Frequency and | Student Responses Frequency and
Types Percentage Percentage
Repetition 64 (34%) Confirming understanding 19 (30%)
Repetition 29 (45%)
Responding correctly 1 (2%)
Not understood 15 (23%)
Direct Explanation | 36 (19%) Confirming understanding 18 (50%)
Repetition 5 (14%)
Responding correctly 2 (5%)
Not understood 11 (31%)
Simplified 32 (17%) Confirming understanding 17 (53%)
Reformulation Repetition 0 (0%)
Responding correctly 1 (3%)
Not understood 14 (44%)
Translation 19 (10%) Confirming understanding 15 (80%)
Repetition 2 (10%)
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Responding correctly 0 (0%)
Not understood 2 (10%)
Elaboration 17 (9%) Confirming understanding 2 (11%)
Repetition 4 (24%)
Responding correctly 4 (24%)
Not understood 7 (41%)
Examples 13 (7%) Confirming understanding 10 (77%)
Repetition 0 (0%)
Responding correctly 1 (7%)
Not understood 2 (16%)
Picture Prompts 9 (4%) Confirming understanding 5 (56%)
Repetition 3 (33%)
Responding correctly 0 (0%)
Not understood 1 (1%)

In terms of the learners’ responses to each type of instructional feedback, their most
frequent response is learner uptake (confirming understanding or repetition) to four types
of instruction: repetition (75%), translation (90%), examples (77%), and picture prompts
(89%). On the other hand, direct explanation, simplified reformulation, and elaboration
resulted in lower learner uptake, which also yielded higher frequencies of learners not
understanding the instruction. The learners did not understand the simplified
reformulation instruction 44% of the time, elaboration 41% of the time, and direct
explanation 31% of the time. These results could mean that the three types of feedback
might be more difficult to maneuver to make them effective. Insights regarding the use of
different instructional feedback types are discussed in the next section.

6.2 Tutors' Reflections on Their Teaching
6.2.1 Repetition

Repetition, the most frequently used method, was employed when the tutors were
not sure if the learners could hear them clearly or on time. For example, Tutor 7 stated,
“There was the time lag issue in the online sessions. In order to decrease the problem of
the student not understanding what I said due to time lag problem, I often used repetition.”
The high frequency use of repetition illustrates that the unstable connection probably
occurred very often. In addition to using repetition to minimize the effect of connection
problems, some of the tutors used it to give more time to the learners to respond to them.
Tutor 9 said, “I thought repetition was effective in that it gave my student time to think
and comprehend.”

6.2.2 Simplified Reformulation
When the language point or concept they tried to teach was very complicated or

abstract, the tutors used simplified reformulation to teach. Tutor 1 said, “I often used
simplified reformulation when I felt the material I tried to teach was hard and the student
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could easily understand me after I used simplified reformulation in a short time.” This
might be true sometimes, as the data show that 56% of the time simplified reformulation
was used, the learners understood it. However, in the remaining 44%, the participants still
did not understand the tutors. This finding implies that some of the tutors might had
misinterpreted whether their learners understood them and underestimated the difficulty
level of the reformulation used in their utterances.

6.2.3 Direct Explanation and Examples

The two methods, direct explanation and examples, were mostly used to explain
abstract or cultural concepts. The tutors thought they could be effective in making
students understand clearly and more completely. However, with direct explanation, the
tutors learned from their DVC teaching experience that if they did not use the vocabulary
at the students’ level to explain, the method might not yield good learning results as
expected. Tutor 3 described, “My experience with my student was that I needed to avoid
difficult vocabulary. If I avoided difficult vocabulary, I found that it quickly helped my
student understand what I meant.” Having a similar experience, Tutor 7 elaborated,
“Using direct explanation is risky because when you explain, the vocabulary you use to
explain might not be comprehensible to the student. You end up having to explain about
the explanation.” In terms of the use of giving examples, the tutors also learned a few
things about which to be cautious. They found that using simple examples and examples
closely related to the students’ daily lives were most effective. Tutor 3 explained, “Using
complicated examples might have a negative effect as the student might not understand
you and you end up needing to think of other ways to teach them.” Tutor 4 also pointed
out that “It would be best if you could find examples related to your student’s life
because in my online sessions, probably because we have different life experiences, many
times the student did not understand my examples.”

6.2.4 Translation

The method of translation was used when the tutors could not think of a better
way to teach the students. A few tutors mentioned the advantage of using translation for
students to understand quickly, but the study results showed that the tutors did not use the
method very often (only 10% of the instruction time). This could be due to the tutors’
belief that using translation to teach might not help learners retain the knowledge in the
long term. The concern is illustrated in Tutor 3’s statement, “I feel by using translation
the student can quickly understand the meaning, but I am not sure if they will be able to
remember the knowledge in the long run. I only used it when I didn’t know how to
address the language point.”

6.2.5 Elaboration

Elaboration, a method less used in the online sessions, was also rarely addressed
in the teaching notes. In fact, only one tutor, Tutor 4, explained her use of this method.
She said, “I used it when the student’s answer was not what I expected. I tried to ask her
for more information”. The low frequency use of elaboration in this study could be due to
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two reasons. First, the learners in this study were probably advanced enough that they
were able to give elaborated statements in the interactions and the tutors did not see the
need to ask for more elaboration. Second, a few tutors commented on their learners being
highly motivated and active during the sessions to the extent that one tutor thought that in
the future she needed to have a better estimate of how long the student needs to respond
to her. Tutor 6 stated, “Because my student was very outgoing, she spoke a lot more than
planned.” With the majority of the learners being highly active and talkative, elaboration
was rarely needed. However, when it was used, the learners did not understand the
instruction 41% of time. This suggests that when the learners had short utterances in the
initial answers, they probably did not have sufficient vocabulary or grammar knowledge
to elaborate on the topic; hence, asking them to elaborate more could not yield a positive
teaching result.

6.2.6 Picture Prompts

The least used method, picture prompts, was, surprisingly, a highly discussed
method among the tutors. Tutor 10 believed that the use of pictures “strengthened the
student’s memory of the new vocabulary.” Sometimes, picture prompts were used as a
secondary method as Tutor 5 said, “My student understood me most of the time, but if he
didn’t, showing him pictures was a good way to help.” In a different case, Tutor 11
revealed that it was his student who requested that he use a picture “because the use of a
picture seemed to help him connect more quickly to the lessons.” Both Tutors 4 and 6
thought the use of pictures were effective. Tutor 6 described, “When I showed a picture, I
would ask questions about the picture and I found that it was effective. It made the
student speak more Chinese” and Tutor 4 expressed, “I feel the use of pictures was very
effective as it helped the student understand my teaching.” The study results regarding
picture prompts were contradictory to the low frequency with which the method was used,
but many of the tutors spoke highly about it. This could be attributed to the fact that the
time it takes to use pictures as prompts is much longer than to use other methods. For
example, Tutor 6 mentioned that she would ask questions when showing a picture. The
time that takes the tutor to show the picture, to ask questions, and the student to respond
probably is much longer than the time the tutor translates a word meaning or repeats what
he or she says. As a result, even though the use of pictures as prompts has a low
frequency count, based on the teaching notes, each instance was used for a longer period
of time than other types of instructional feedback and was effective.

6.3 Learners’ Perceptions on the Use of DVC

The learner survey elicited the learner participants’ perceptions on how effective
they thought the learning was through Skype. First, the participants were asked to
identify the aspects most benefited and least benefited from the Skype sessions (See
Table 4).
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Table 4: Aspects most benefited and least benefited from the Skype sessions

Survey Items Learning Aspects Number of
Learner Participants
Aspects most benefited Listening 10
from the Skype sessions Vocabulary Use 3
Aspects least benefited Grammar 6
from the Skype sessions Pronunciation 3
Speaking Speed 2
Reading 1

The majority (ten out of 12) of the participants mentioned that their listening skill is the
most benefited area from the Skype sessions. A few reasons are attributed to such a result.
First, a few learners mentioned that because the connections could sometimes be spotty,
they could not rely much on body language through webcams. As a result, Participant 2
stated, “I had to focus really hard to make sure I understood what she was saying.”
Participant 10 made a similar comment by saying “I had to listen intently to understand
everything the instructor was saying, so much so that I was physically exhausted after
each session.” Another reason the participants thought their listening skill benefited most
is that they felt the interaction with the tutors were more authentic compared to their
other learning experiences (e.g. role-playing in the classroom). For example, Participant
12 said, “I'm used to more ‘role’ conversations, and talking to my tutor helped me work
on real-world listening/understanding.” Participant 5 mentioned the authenticity of the
interaction in which colloquialisms were often found. He said, “It's very different
listening to a native speaks colloquially, so it forces me to listen harder.” Another aspect
related to the authenticity of the interaction is speaking speed. In a language classroom, it
is common for instructors to slow down their speaking speed to accommodate learners’
target language levels. However, in the Skype sessions, the tutors used a normal speed
yet enunciated clearly, which helped the learners get accustomed to the normal speed a
native speaker would use. Participant 3 said, “My tutor was very helpful by not trying to
speak slower.” Although the DVC sessions were not without technical flaws, such as
unstable Internet connections, with the tutors’ devotion and effort in making
understandable communication, the learners spoke positively about the learning
experience. Participant 2 stated, “By the 3rd session we were going really well.”

As for the area least benefited, half of the learner participants believed that
grammar was addressed least. Participant 12 recognized that grammar “was never an
element of focus.” This could be attributed to the Chinese level of the learners being
sufficient to carry out meaningful communication with the tutors; hence, the tutors did
not interrupt the conversation when the learners’ made a grammar error. This is evident
when Participant 5 mentioned, “If she understood what I was trying to say, then we
moved on.” Although the participants realized that grammar was not the emphasis in the
DVC sessions, a couple of them expressed their hope to learn more grammar online. For
example, Participant 1 said, “I have a good grasp on vocabulary, but grammar could be
more specific.”
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Next, when asked if any cultural knowledge was gained in the DVC sessions, the
majority (ten out of 12) answered positively (See Table 5).

Table S: Cultural knowledge gain and Skype experience ratings

Survey Items Answers Number of
Participants
Was any cultural knowledge gained in Yes 10
the DVC session? No 2
How do you rate your Chinese language | Displeased 1
learning experience using Skype? Somewhat Displeased | 2
Neutral 2
Somewhat Pleased 4
Pleased 4

Some learners appreciated the opportunity to learn about cultural differences. For
example, Participant 7 said, “I enjoyed comparing eating customs and culinary norms
with my tutor.” A few learners especially liked the learning of the Taiwanese
perspectives. Participant 8 mentioned, “It was pretty helpful. She would explain on why
Taiwan people think or say those things.” The other learner, Participant 12 stated, “I got
to learn more about Taiwanese perspective of the Chinese movies we watched.”
Participant 5, who had extensive immersion learning experience, thought that even
though he had already been exposed to the Chinese culture, “it was still interesting since
she [the tutor] was from Taiwan, not China.” Even for learners who had been to Taiwan,
such as Participant 1, she thought that “there are always cultural points to learn.” Overall,
the majority (eight out of 12) of the participants were pleased or somewhat pleased with
the Skype learning experience.

Finally, the participants made a few suggestions for future DVC language
learning projects. One aspect often mentioned was how to better deal with the technology
issues they encountered. A few participants stated that Skype was not the best option for
DVC learning. For example, Participant 3 said, “Skype has always had quality issues on
my computer and I could have made it better using something else.” Participant 1
suggested using a different tool. He stated, “Skype is unreliable. Zoom is an App that |
have heard of that is nice.” Another issue some of the participants often ran into was
unstable internet connections. Participant 2 suggested to those students to “reserve a
room in the library so internet problems is not a problem.” However, this suggestion
would be difficult to achieve if the online session is scheduled at odd hours (e.g. late at
night due to time differences between Taiwan and the US) when the library is not
available. Other technology issues occurred when the participants tried to record the
online sessions. For different reasons, some of the students had incomplete recordings or
failed to record the sessions. Participant 6 suggested using a new recording system. The
other aspect frequently mentioned in the suggestions was how to make the DVC teaching
more effective. Participant 8 thought that the teaching materials the tutors made was
“somewhat of a surprise”, therefore, having a handout of vocabulary before or after the
session would be helpful. Participant 10 had a similar suggestion as he said, “perhaps
provide some vocabulary to review before the session to help it go more smoothly.” As
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mentioned in the Participants section, the learners in this study had a wide range of
Chinese learning backgrounds. Even though the US instructor sent a brief description of
each learner’s learning background and current level to the tutors, it was difficult for the
tutors to design teaching materials most suitable for the individual learners. The tutors
might have prepared something below or above the learners’ current language levels. In
order to overcome this issue, Participant 12 suggested that “Maybe have an
"introductory" session, where the lesson is secondary to figuring out how to teach the
student.” Sometimes, not only the learner’s language level, but also his or her personality
might have been a factor affecting the online sessions. For example, Participant 7 was a
very shy student and felt extremely uncomfortable having to meet an online tutor he did
not know and speaking in a target language he was still learning. After one session, he
requested to have a Chinese-speaking friend to sit next to him when he had the second
DVC session. In the survey, he suggested to have “alternative options for uncomfortable
students.” He then further elaborated on his experience, “Having a Chinese native
speaking friend next to me in my last two sessions helped my stress level a lot but the
first session was very uncomfortable.” Besides the technology and teaching aspects that
received most suggestions, the majority of the learners felt positive about the DVC
learning experience and suggested to have “more of them” in the future.

7. Conclusion

The current study investigated the Chinese language teaching episodes which
occurred in one-on-one DVC sessions between pre-service teachers and college language
learners, and their opinions on their teaching and learning. To answer research question 1,
what types of instructional feedback do DVC tutors employ, and how do they affect
learners’ responses?, among the 168 teaching episodes identified, the tutors most
frequently used repetition as the instructional feedback. The use of repetition was fairly
effective as it received frequent learner uptake (75% of time) and the learners did not
understand the instruction only 24% of time. On the other hand, picture prompts was the
least used instruction type. Despite the low frequency of use, the tutors believed the
method was effective. Overall, the findings show that in spite of the pre-service teachers’
limited teaching experiences, they managed to employ a wide variety of teaching
instructions in the DVC sessions. This result is much more positive compared to the one
in Kozar’s (2015) study which found low teaching quality in the private online language
school. With regard to the learners’ responses to the instruction, four types of
instructional feedback (repetition, translation, examples, and picture prompts) yielded
high frequencies of learner uptake while three types of instruction (elaboration, simplified
reformulation, and direct explanation) resulted in higher frequencies of no understanding.
This result could imply that the learners in the study did not have enough target language
knowledge to elaborate on the topic when asked, or understand the tutors’ rewording or
explanations. The use of the three instructional feedback types (elaboration, simplified
reformulation, and direct explanation) not being effective in this study could be attributed
to the fact that all three types of feedback require proper adjustment of the teacher’s
feedback. Teacher training researcher, Sung (2010), pointed out that adequate adjustment
of the teacher’s feedback for language learners is a challenging task for novice language
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teachers. Many novice teachers are unable to provide perfect input due to lack of
experience. If the tutors plan to use these types of instruction, a suggestion would be to
learn more about the student’s current language level including their current vocabulary
and grammar range before deciding the expected depth of the learners’ elaborations and
what rewordings or explanations to include in the instruction.

To respond to research question 2, what is the rationale behind the use of different
types of instructional feedback in DVC?, repetition was mostly used to ensure that the
unstable internet connection did not interfere with the instruction. When a language point
was complicated or abstract to explain, simplified reformulation was used. On the other
hand, when an uncomplicated or concrete concept needed to be conveyed, direct
explanation and examples were employed. When the tutors could not think of other
methods to use and needed the learners to understand quickly, translation was used.
Elaboration was only used when the tutors wanted the learners to provide more
information. Lastly, the use of picture prompts was to aid the tutors to ask the learners
questions for more discussions or used as a secondary method when the first method used
was not very effective.

To answer research question 3, what are students' perceptions toward online
language learning through DVC?, the learners believed that their listening skills
improved most from the online sessions. One reason is that the bad Internet connection
forced them to not rely on the webcam for body language cues, but only focused on
listening to the tutors. Moreover, the authenticity of the interactions in terms of the
content and speaking speed helped develop their listening ability. In addition to the
improvement in their listening skills, the learners also experienced significant gains in
cultural knowledge. Such finding is aligned with Canto, Jauregi and Van den Bergh’s
(2013) study in which the participants in the DVC group reported gaining inter-cultural
knowledge during the online sessions. In the present study, the learners from traditional
and immersion learning backgrounds both appreciated the opportunity to learn more
cultural knowledge from the Taiwanese perspective and the cultural differences. Despite
the gains in listening and cultural knowledge, the learners felt least benefited in grammar
and hoped future DVC projects can emphasize not only oral skills, but grammar as well.
Finally, the learners suggested that future DVC projects can experiment with other DVC
tools which might be more effective for language learning, and that online tutors need to
know more about their learners in terms of their level and personality before teaching
starts.

8. Discussion

The results of the current study are much more positive than a similar study
conducted by Kozar (2015) which reported the learners being in a receptive role to
answer the tutors’ questions and not initiate conversations. In this study, the learners
actually initiated more teaching episodes than the tutors. The different results in the two
studies could be due to the amount of training the online tutors had. In the current study,
even though the tutors had very limited prior teaching experience, the language teaching
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introductory course they were taking offered instructions on language teaching theories,
how to apply theories in lesson plans, how to make teaching materials, and how to teach
Chinese as a foreign language to English speakers at different levels. Moreover, after
each online session, the Taiwan instructor would ask the tutors to discuss the teaching
issues they encountered and how to avoid them the next time. This teacher training and
support probably made a positive influence on the results of this study. This assumption
is supported by the finding in Charbonneau-Gowdy, Cechova and Kriz’s (2009) study in
which the participants were found to be more self-directed in the DVC sessions when
they were taught by a qualified and experienced teacher. This implies that implementing
useful training for online teachers is necessary to ensure online teaching quality.

Next, both the tutors and the learners expressed concerns about the tutors not
being able to teach at the students’ levels and teach with consideration of the students’
personality. This implies that online teachers need to take time to get to know their
learners’ language and comfort levels, learning backgrounds, and personalities before
teaching. In the one-on-one online setting, it could be intimidating for learners as they
need to speak the target language they are learning to a teacher they have not met in
person. Talking at the language level suitable to the learners and acting carefully with the
learner’s personality in mind are teaching techniques necessary to ensure online teaching
success. In addition, the study results illustrated that instructional feedback could be
influenced by technology. This finding is similar with the findings in Hampel and
Stickler’s (2012) and Bensafa’s (2014) studies. For example, Bensafa reported that the
conversation delays during DVC sessions affected the quality of instruction while
Hampel and Stickler stated that instead of focusing on the teaching and learning tasks, the
participants spent time discussing technology issues. In this study, bad Internet
connections made the tutors repeat their utterances. The frequency of repetition was so
high that it was ranked the most frequently used instruction in the DVC sessions. If the
technical problems could be minimized or eliminated, it would yield a much better
teaching and learning environment where teachers and learners could focus on what the
learners need to learn, and not that they could not hear clearly. Lastly, although one or
two participants complained about the quality of the DVC tool, Skype, used in this study,
the majority of the learner participants positively rated this tool. This finding supports the
finding in Er6z-Tuga and Sadler’s (2009) study in which Skype was rated as one of the
top DVC tools for language learning and teaching. This suggests that Skype is a good
option to consider when instructors explore possibilities for DVC tools.

9. Limitations

This study has provided detailed information on how language teaching and
learning occurred in an online one-on-one environment via DVC. To further explain the
teaching and learning phenomenon observed, the tutors’ reflections and the learners’
survey data were analyzed. Although this study found fairly positive teaching results in
terms of the wide variety of teaching methods utilized and mostly positive comments
from the learners, cautions should be used as this study has several limitations. First, due
to the technical difficulties when using Callnote to record the DVC sessions, some of the

© 2017 The Authors. Compilation © 2017 Journal of Technology and Chinese Language Teaching 17



Sung, Cheng Chinese Language Learning and Teaching through Desktop Videoconferencing

sessions failed to be recorded, so the data did not include all sessions from all six dyads.
Second, this study only focused on one single advanced Chinese class in which half of
the learner participants had Chinese immersion experiences while the remaining half only
learned Chinese through traditional classes in the United States. Future studies are needed
to include a larger number of participants at various language levels in both similar and
distinct study contexts compared to this one to yield a higher reliability in results.
Nonetheless, this study shows the importance of understanding more about how DVC
teaching occurs and how the online environment might affect teaching and learning.

References

Abrams, Z. 1. (2003). The effect of synchronous and asynchronous CMC on oral
performance in German. The Modern Language Journal, 87(2), 157-167.

Bates, A. W. (1997). The impact of technological change on open and distance learning.
Distance education, 18(1), 93-109.

Beauvois, M. (1998). Conversations in slow motion: Computer-mediated communication
in the foreign language classroom. Canadian Modern Language Review, 54(2),
198-217.

Bensafa, A. (2014). Using video conferences for ESP postgraduate students: An example
of distance learning at the University of Tlemcen/Algeria. Revista Romaneasca
pentru Educatie Multidimensionala, 6(2), 79-95.

Canto, S., Jauregi, K., & van den Bergh, H. (2013). Integrating cross-cultural interaction
through video-communication and virtual worlds in foreign language teaching
programs: is there an added value? ReCALL, 25(1), 105-121.

Charbonneau-Gowdy, P., Cechova, 1., & Kriz, O. (2009). Learning and teaching
languages online: Partnerships for learning pilot project. Revista Academiei
Fortelor Terestre, 1(53), 58-63.

Cheng, H. & Zhan, H. (2012). Examining pre-service teachers’ technological pedagogical
content knowledge instructional strategies via video-conferencing technology, The
Journal of Educational Technology Development and Exchange, 5(2), 57-76.

Er6z-Tuga, B., & Sadler, R. (2009). Comparing six video chat tools: A critical evaluation
by language teachers. Computers & Education, 53(3), 787-798.

Guichon, N. (2010). Preparatory study for the design of a desktop videoconferencing
platform for synchronous language teaching. Computer Assisted Language
Learning, 23(2), 169-182.

Hampel, R., & Stickler, U. (2012). The use of videoconferencing to support multimodal
interaction in an online language classroom. ReCALL, 24(2), 116-137.

Hutchby, I. (2001). Technologies, texts and affordances. Sociology, 35(2), 441-456.

Kelm, O. R. (1992). The use of synchronous computer networks in second language

instruction: A preliminary report. Foreign Language Annals, 25(5), 441-454.

Kern, R. (2014). Technology as pharmakon: The promise and perils of the Internet for
foreign language education. The Modern Language Journal, 98(1), 340-357.

Kozar, O. (2012). Use of synchronous online tools in private English language teaching
in Russia. Distance Education, 33(3), 415-420.

© 2017 The Authors. Compilation © 2017 Journal of Technology and Chinese Language Teaching 18



Sung, Cheng Chinese Language Learning and Teaching through Desktop Videoconferencing

Kozar, O. (2015). Discursive practices of private online tutoring websites in Russia.
Discourse: Studies in the Cultural Politics of Education, 36(3), 354-368.

Levy, M., & Stockwell, G. (2006). Computer-mediated communication. In M. Levy & G.
Stockwell (Eds.), CALL dimensions: Options and issues in computer assisted
language learning (pp. 84-109). Mahwah, NJ: Lawrence Erlbaum Associates.

Lyster, R., & Ranta, L. (1997). Corrective feedback and learner uptake. Studies in Second
Language Acquisition, 19(01), 37-66.

Sung, J. Y. (2010). Quality and quantity analysis of teacher talk in the TCSL student
teachers’ classroom: Exploration based on the teacher training. Chung Yuan
Journal of Teaching Chinese as a Second Language, 5, 91-113.

Sung, K, & Tsai, H. (2014). Exploring student errors, teachers' corrective feedback,
learner uptake and repair, and learners' preferences of corrective feedback. The
Journal of Language Teaching and Learning, 4(1), 37-54.

Wang, Y. (2004). Distance language learning: Interactivity and fourth-generation
Internet-based videoconferencing. CALICO Journal, 21(2), 373-395.

Warschauer, M. (1996). Comparing face-to-face and electronic discussion in the second
language classroom. CALICO Journal, 13(2), 7-26.

Yamada, M. (2009). The role of social presence in learner-centered communicative
language learning using synchronous computer-mediated communication:
Experimental study. Computers & Education, 52(4), 820-833.

Appendix 1
Examples of the Seven Types of Instructional Feedback Found in the DVC Sessions

T = Tutor
S = Student

(1) Direct Explanation
The learner did not know the meaning of “market” and the tutor used direct explanation
to define what a market is.

T: ARENIE T 37705 2
[Do you know “market”?]

S: AHIE
[T don’t know.]

T: M RIRZ 32Nz, SRIEATLAESE, ARIEA KR HIHTT .
[Market is a place, which sells small bites of food, a place you can shop for grocery and
fruit. ]
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S: Wk, Wi MRKH T AEIRZIRE ARG ?
[Oh, is it a very big place with a lot of things?]

T: X, HIRZARM, nJReAZizn, GLBE), REAEZHPRA.
[Yes, a lot of things, maybe some of them sell food, some sell drinks, and some sell
things people use.]

S: MR,
[Ah ha]

(2) Translation
The learner wanted to say she liked to eat spring rolls, but did not know how to say it.
The tutor translated “spring” and “roll” for the learner.

S: AT AR E Iz, . B4 ... 1% & "spring roll” 7E 553,
[So I like to eat...how to say...should be “spring roll” in English.]

T: Spring &%, roll &5, FrllaHE.
[Spring is spring, roll is roll. So it is spring roll.]

S: M

[Ah ha.]

(3) Repetition

For some reason, the learner asked the tutor to repeat his question, but still did not answer
the question. The end of the excerpt shows that the problem was the bad Internet
connection, which affected the clarity of the tutor’s utterance.

T: JALZAG IR AL B TS RAT B AR A B 18 25 R ?

[I want to ask you to talk about any difficulties you encountered when you traveled in
Taiwan]

S: fE—k?
[One more time please?]

T: ARG /R 17137 5 — T ARAE B IRAT B AR A WA 18 21 A e ?
[I want to ask you to talk about any difficulties you encountered when you traveled in
Taiwan]

S: F?
[Me?]

T: XJ, W4
[Yes, correct.]

S: A AFIA TN LM internet connection JEF IR . AR HMEWTIR,  Fir AR & i
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—FERR T, AR
[T feel our internet connection is very bad. I have a hard time hearing you, so you often
need to repeat the same sentence. I am sorry. ]

(4) Providing Examples
The learner did not understand the tutor’s question; hence, the tutor used herself as an
example to answer the question.

T ARPRUE 5 SCRARABEEDR, ARSI S R RIE & HoAh s 5 ?
[You said English is your native language, and you are studying Chinese. Do you speak
other languages?]

S: AW H.

[T do not understand.]

T: A, BRE U — IR IR — RUSEE, R R HoAliE 5 ?
[Hmm, I meant like I speak a little bit of Korean and German, do you speak other
languages?]

S:HIH, I 1. B, REUWIHRICEF T, BFH KA, B4 Spanish”?
[Got it, OK. Hmm, I speak English and Chinese, and a little bit, how do you say
“Spanish”?]

(5) Simplified Reformulation
The learner did not know the term “go to school”, so the tutor reworded the phrase to “go
to university”.

T: WIAEAE S 1
[Now I go to school in Kaohsiung.]

S: &1i?
[Go to school?]

T: F K.

[Go to university.]

S: J:j(?é’ ﬁ} o
[Go to university, OK.]

(6) Elaboration
The learner initially made a short sentence. The tutor helped him elaborate more by the
use of elaboration.

© 2017 The Authors. Compilation © 2017 Journal of Technology and Chinese Language Teaching 21



Sung, Cheng Chinese Language Learning and Teaching through Desktop Videoconferencing

S: MK EF Gk,
[T went from the US to Taipei.]

T: NRERI G, RE5?
[From the US to Taipei, and then?]

S: RJE, Mk, LB,
[And then, oh, and then I went to Vietnam.]

(7) Picture Prompts
The learner did not know what “boat” means. The tutor tried to show him a picture of a
boat.

S: HH 4R
[What is “boat”?]

T: . . BB IR IR B, B R 4 icE

[Boat...a boat is...am I able to show you a picture...OK, let me show you a picture.]

Appendix 2
Examples of the Four Types of Student Responses Found in the DVC Sessions

(1) Confirming Understanding

The learner repeated the phrase, “top of the building”, after the tutor mentioned it. The
tutor was unsure if the learner understood what it meant and asked for confirmation. The
learner confirmed it positively.

T: XHETHE.
[Here is the top of the building.]

S: ]‘Jﬁ\@ o
[Top of the building.]

T: TR —WiGs T im s . AR AN e g 2
[Top of the building is the highest place of a building. Do you understand?]

S: FIIEMW.
[Yes, Ido.]
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(2) Repetition
The learner did not know how to say “cereal” in Chinese. After the tutor translated it for
him, he repeated the word in Chinese.

T: Fr MR HAE R AT RN SR E 5 ?
[So you usually eat American food at home?]

S: (HZ2R I E 42 cereal.
[But my favorite food is cereal.]

T: WE, AL ?

[Oh, you mean cereal and such?]

S: M, yeah yeah.
[hmm, yeah yeah.]

T: AL, HSC T I 38

[That is called cereal in Chinese.]

S: K.
[Cereal.]

(3) Responding Correctly
In this example, the student did not understand the tutor’s question. The tutor gave an
example of himself (he is a senior in college) and elicited the same question to the learner.

T: AARBLAE S LG ?

[Which year are you at in college?]

S: BIAEN?
[Now?]

T: RARE RS, EWER, RE&?

[You are in college. I am a senior, and you?]

S: DU, IR NUE.

[Senior, I am a senior.]

(4) Not Understood
The learner did not understand the phrase, “wait a minute” in Chinese. After the tutor
used repetition a few times, the learner still did not understand it.

T: 28— N EATIr b A

[Wait a minute, let’s listen to his song.]
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S: &F—F?
[Wait a minute?]

T: &—F,

[Wait a minute.]

S: &R

[Wait minute?]

T: %— .
[Wait a minute.]

S: ZER?
[Wait minute?]
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