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1. Preface

Borbdla Samu, Fatima Silva, Giampiero De Cristofaro

uring the past 10 years since the publication of the volume Language
MOOCs. Providing Learning, Transcending Boundaries by Martin-Monje
and Barcena (2014), language Massive Open Online Courses (LMOOCs)
have seen an exponential growth worldwide, with a boost in growth rates
associated with the Covid-19 pandemic. The year 2020 has recently been
referred to as “the second year of MOOCs” (Shah, 2020). While MOOCs have
failed to significantly ‘disrupt’ higher education (Jordan & Goshtasbpour,
2022), they have certainly added some diversity to it. Online education
represents one of the most widespread means of development of education
and a much wider range of higher education institutions now offer some kind
of distance education through MOOCs than did previously. Globalization and
technological development allow to an ever-increasing number of students to
access knowledge freely, through online courses and resources. Open learning
has progressively gained place in higher education, introducing new models
of flexible tools linked to long-distance education. In addition, free access
to MOOCs and Open Educational Resources (OERs) for non-students allows
the dissemination of higher education to wider audiences (Third Mission).
This volume presents LMOOCs from a wide array of perspectives, framing
them with respect to OERs and new available technologies. The topics
addressed by the 25 chapters are divided into 4 parts. The first deals with
LMOOC design and analysis, presenting state-of-the-art practices and
methodological approaches. The second presents skills and competences
addressed by MOOCs, such as oral skills, diaphasic skills, competencies
needed to learn and use languages for specific purposes and literary language.
The third part shows various examples of how skills and competences can be
developed thanks to digital resources and technologies other than MOOCs
and offers some theoretical approaches, such as the systematic comparison
of two languages or the application of a grammatical framework, to increase
their effectiveness. The fourth part opens to diverse problems and proposals
regarding technologies in language teaching, including games and Artificial
Intelligence. The authors of the chapters are higher education professionals,
applied linguists, and language technologists working on issues related to
language learning and teaching, namely: MOOCs, OERs, new approaches in
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language teaching and learning, academic mobility, linguistic description
of languages, linguistic diversity, language for specific purposes, digital
transformation in education and new educational technologies.

In Part I, Chapter 1 focuses on the designing process of the two LMOOCs
(Italiano accademico per studenti slavofoni, Portugués Académico para
estudantes de lingua eslava) created within the LMOOC4Slav project. The
chapter describes the procedure that leaded to the creation of the courses,
starting from the literary review on acquisition of Italian and Portuguese by
Slavic speakers and a large survey documenting linguistic and intercultural
difficulties perceived and/or faced by Slavic learners wishing to or already
studying in Italy and in Portugual. Chapter 2 analyses critically the MOOC
Portugués Académico para estudantes de lingua eslava, facing issues
such as human peer-to-peer interaction, plurilingualism and technical
language. Chapter 3 describes the creation of the first language MOOC for
teaching Italian language and culture (Introduction to Italian), created
by the University for Foreigners of Siena. The chapter illustrates the main
conceptual, methodological and applicative choices made, identifies two
main critical issues and advances some proposals to face them. Chapter 4
offers an analysis of the first edition of the MOOC Introduction to Italian on
the platform FutureLearn (2016), focalizing on communicative interactions
inside the course. Chapter 5 introduces the design, the delivery and the
evaluation of an English LMOOC that inspired the design framework of
several online language courses hosted by Federica Web Learning, a leading
platform in Europe for open access multimedia education.

Chapter 6 opens PartII, discussing about how to develop both affective ties
with the target language and communicative competence within an LMOOC.
Chapter 7 concentrates on the development of oral skills in a LMOOC,
examining if it offers a viable solution for developing not only receptive,
but also productive skills. Chapter 8 highlight the importance of prosody
in foreign language teaching and shows an example of how to monitor and
assess prosodic competence efficiently. Chapter 9 presents a good practice of
developing diaphasic competence in Italian through a MOOC of University of
Bologna dedicated to the enhancement of comprehension and production of
written texts. Chapter 10 shows two examples of MOOCs, the first combining
CLIL and technology, the second including, in addition, a special attention to
linguistic diversity and multilingualism, offered to teachers of non-linguistic
disciplines and foreign languages from all over the world. Chapter 11
considers the usage of MOOCs for developing translation skills, based on the
analysis of a learner corpus driving students’ translations of literary texts.

Part III integrates 9 chapters. Chapter 12 discusses the evolution of [talian
language teaching with technology, meeting diverse learner needs, empha-

14
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sizing specialized skills for professional and academic contexts, and propos-
ing a didactic unit within the LMOOC4Slav project to enhance advanced lan-
guage skills and comprehension of bureaucratic Italian structures. Chapter
13 presents an experimental specialized Italian L2 course of the University
of Bologna for medical students, expanded to broader medical fields, inte-
grating OERs and Open Educational Practices (OEPs) to address pedagogical
and content challenges. Chapter 14 explores teaching idiomatic expressions
to Macedonian speakers, with a test administered to university students to
analyse the effectiveness of integrating idiomatic expressions in the early
stages of Italian language learning. Chapter 15 investigates Italian learners’
metacognitive development in request situations via a two-phase study, aim-
ing to grasp their pragmatic awareness at B1 and B2 levels, influenced by so-
cial dynamics. Chapter 16 presents insights from a pilot study to understand
learners’ perceptions of communication appropriateness and proposes tech-
nology-mediated learning paths to facilitate socio-cultural adaptation during
study abroad experiences. Chapter 17 offers a didactic approach for Italian
as a Second Language classroom, integrating literary themes with contem-
porary topics through authentic materials online to enhance argumentative
skills and foster linguistic autonomy. Chapter 18 investigates how OERs used
in language education promote the development of critical digital literacy
and life skills among university learners. Chapter 19 analyses common er-
rors in written Italian produced by Serbophone students, aiming to inform
the development of digital teaching materials for error correction and poten-
tially create an application tailored to address these errors. Chapter 20 pro-
poses PV Grammar as a framework derived from a theory of the relationship
between speakers, their environment, and mental representations, which
can serve as a pedagogical tool for language educators and course designers.

Finally, in Part IV, chapter 21 focuses on asynchronous tools in teaching
Portuguese as a non-native language, providing strategies to overcome chal-
lenges and leveraging technology for future educational opportunities. Chap-
ter 22 examines the effectiveness of gamified Technology-Enhanced Lan-
guage Learning (TELL) in intensifying engagement during Italian language
learning at the University for Foreigners of Perugia, using two game-based
learning platforms and conducting an experimental evaluation through a
questionnaire. Chapter 23 presents three case studies that underscore how
serious games enhance language learning across varying student abilities.
Chapter 24 explores the potential of chatbots and intelligent tutors, driven
by Artificial Intelligence (Al), in improving language learning experiences
within online courses while also addressing potential challenges and pro-
posing strategies for optimization. Chapter 25 outlines the creation of an
open badge system, specifically micro badges within the Erasmus+ project

15
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DIALA4U, to validate informal language learning, emphasizing recognition of
foreign language acquisition, evaluation methods, and future implications.

The 25 chapters are a selection of contributions presented at two
international conferences organised within the project “Romance languages
for Slavic-speaking university students” (LMOOC4SLAV), funded by the
Erasmus+ Programme of the European Union. The partnership, leaded by the
University for Foreigners of Perugia (Italy), includes the University of Porto
(Portugal), the University of Masaryk (Czech Republic), the Jagiellonian
University (Poland), the SS. Cyril and Methodius University in Skopje (North
Macedonia), and the FENICE - National Federation of Teachers Centre of
Initiative for Europe (Italy). In order to promote the academic success of
mobility students, having as its target audience, although not exclusively,
Slavic-speaking students learning Romance languages, specifically Italian
and Portuguese, the LMOOC4SLAv project has created 2 MOOCs, one for
[talian and one for Portuguese. The MOOCs are freely available on EduOpen,
an [talian MOOC provider. The project is also intended as a support to [talian
and Portuguese language teachers in Slavic-speaking countries, as it provides
arepertoire of Open Educational Resources.

The first conference was held in Porto the 7% and the 8th of October 2022,
and the second one a year later in Naples, the 28" and the 29" of September
2023. The languages of the conference were English, Italian and Portuguese
and the selected contributions reflect this multilingual choice. The aim
of the volume is to offer an up-to-date picture about new technological
and methodological solutions and accessible online resources to enhance
language learning and teaching.

One final expression of gratitude is extended to the authors and reviewers
whose contributions, across the various stages culminating in this publica-
tion, have made its realization possible.
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PART I
LMOOC DESIGN AND ANALYSIS






1. Academic Language MOOCs: from needs analysis
to implementation

Fatima Silva, Borbdla Samu, Isabel Margarida Duarte, Natalia
Czopek, Iva Svobodovd, Radica Nikodinovska, Angela Carvalho,
Branka Grivcevska

Abstract: This article focuses on two Language MOOCs created within the LMOOC4Slav
project - Romance languages for Slavic-Speaking University Students, whose main
objectives are promoting Slavic students’ linguistic fluency in Italian and/or Portuguese and
intercultural awareness in academic contexts, improving their strategic learning skills and
digital competencies. In this context, we discuss to what extent an analysis of the linguistic
profile and the consideration of previous pedagogical experiences, and the learning styles
of the target audience are of utmost importance and must be the base for the instructional
design of LMOOCs, regarding the learning contents, the proposed activities and the
technological resources used. The needs analysis considered two sources. First, a review
of literature, aiming to briefly describe the Slavic languages present in the project, namely
Czech, Polish, and Macedonian, to understand better their differences from the target
learning languages, Italian and Portuguese, specifically in an academic context. Secondly,
we conducted two surveys for each language to understand the sociolinguistic profile of
students, both in immersion and non-immersion contexts, their learning strategies, and
their communication needs. This article presents some of the main results of those surveys,
answered mostly by Slavic students of Italian and Portuguese as a foreign language or
second language, respectively, regarding cultural experiences, linguistic issues and learning
strategies.

Keywords: Lmooc; Design Framework; Academic Discourse; Survey; Italian; Portuguese.

1. Introduction

Language Massive Open Online Courses (LMOOCs) - are a specific type
of MOOCs, whose creation implies a complex process determined by the
characteristics of the specific learning environment (Cherchi, 2022) and that
requires taking in consideration multiple factors and a multidisciplinary
team (a.o. Read, 2014; Alario-Hoyos, 2014).

Creating effective LMOOCs can be challenging due to the diverse nature of
learners. A critical first step to overcome this challenge is a thorough analysis
of the target audience (a.o. Troncarelli, 2020). This includes understanding
their linguistic profile, past educational experiences, and preferred learning

19
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styles. Without this information, course designers risk developing content,
activities, and using technology that does not resonate with the learners,
leading to lower engagement and poorer outcomes.

This article focuses on the designing process of two LMOOCs created within
the LMOOC4Slav project - Romance languages for Slavic-Speaking Univer-
sity Students whose primary target audience consists of university students,
mainly with Slavic languages as their mother tongue (L1), learning Romance
languages, specifically Italian and Portuguese, and who intend to do a mobil-
ity period at a university in Portugal or Italy. Overall, they intend to facilitate
the integration and the success of university mobility students by helping
them to acquire the needed linguistic and sociocultural skills and knowledge
required for communication in academic contexts while fostering their au-
tonomy and ability to learn how to learn.

In this context, using questionnaires, our goal is to investigate how exam-
ining the linguistic profile and taking into account the target audience’s past
and current pedagogical experiences and learning styles shape the instruc-
tional design of LMOOCs, including learning materials, suggested activities,
and used technological resources.

To do this, we follow the ensuing path. In §2, we contextualize the LMOOCs
within the framework of the LMOOC4Slav Project, briefly presenting its pri-
mary objectives, stages, products, and outcomes. In §3, we present the [talian
and Portuguese LMOOCs for academic discourse design after briefly address-
ing general issues associated with the instructional design of LMOOCs, par-
ticularly those for academic purposes. §4 presents the needs analysis of for
the Italian and Portuguese LMOOCs in two stages. In §4.1, we briefly address
distinctive aspects of Slavic languages, including Polish, Macedonian, and
Czech, specifying critical areas for students of Portuguese and Italian. In §4.2,
we present the applied questionnaires and their respective results. In §5, we
illustrate how the needs analysis informed the production and implementa-
tion of the LMOOCs. Finally, in §6, we provide some concluding remarks.

2. LMOOC4Slav Project

Hundreds of L1 Slavic students opt to spend part of their studies in Ro-
mance-language countries like Italy or Portugal through the Erasmus pro-
gram. Within the European linguistic landscape, Slavic and Romance lan-
guages are prominent language groups. Learning a Romance language poses
several linguistic challenges for Slavic speakers. They are the main target
group of the Erasmus+ funded LMOOC4SIlav project - Romance languages for
Slavic-Speaking University Students.

20



Fatima Silva et al. 1. Academic Language MOOCs: from needs analysis to implementation

The primary objectives of the 30-month project (1/12/2021-31/05/2024)
are to provide Slavic-speaking students with a freely accessible online learn-
ing path tailored to their needs for studying abroad in Romance-speaking
countries, such as Italy or Portugal, through LMOOCs and OERs. Additionally,
the project aims to increase autonomy in language learning, achieve good
academic results in a shorter time frame, and support Italian L2 and Por-
tuguese L2 teachers by creating a repository of OERs beneficial for Italian
and Portuguese language learning. Moreover, the project entails the creation
of MOOCs, OERs, and a portal for their free use, with a substantial impact
expected due to the involvement of five universities with extensive contacts
and exchange agreements with various countries.

The project involves several key steps, including planning, developing, and
creating two MOQOCs, one for Italian and one for Portuguese, as well as [talian
and Portuguese academic discourse OERs, featuring audio and video mate-
rials and written texts on academic topics across various disciplinary fields.
A pedagogical guide is designed to carefully explain how to integrate MOOCs
and OERs into a cohesive learning path. Furthermore, a portal for teaching
languages with MOOCs and OERs has been planned, created, and developed.
This portal is an integrated and customisable learning environment, allowing
recipients to organise and manage language-learning scenarios based on the
provided resources. Additionally, the project foresees several impact and dis-
semination actions, including organising two international scientific confer-
ences and publishing an e-book containing selected conference papers, which
will explore the efficacy of LMOOCs as self-learning tools and in tutored ped-
agogical scenarios, along with comparisons to alternative approaches. Also,
various tools such as brochures, videos, newsletters, web articles, and social
media are used to disseminate project outcomes.

The outcomes of the project include the development of an innovative ap-
proach to language learning tailored for academic contexts, alongside the
creation of high-quality and open educational resources for language teach-
ing in academic mobility scenarios. An integrated and customizable learning
environment will be established to facilitate the organization and manage-
ment of language-learning activities using the project’s OERs. Specialized
communication skills aimed at students in mobility programs will be sup-
ported through the creation of tools.

The effectiveness of this approach will be validated in national and inter-
national academic settings, ensuring free access to quality resources for the
training of thousands of students. Additionally, the project aims to establish
a network for sharing and learning among participants.

Furthermore, there will be improvements in the skills, knowledge, and ex-
perience necessary for creating OERs for language learning, as well as en-
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hancements in the language skills of participants in the two courses. The
project will also raise awareness of the benefits of open education in Europe
and explore the potential of MOOCs in overcoming technological barriers and
providing access to learning for individuals with special needs or at risk of
exclusion. Teachers of target languages will have the opportunity to man-
age language-learning scenarios based on the OERs provided on the project
portal, which will serve as an integrated and customizable learning environ-
ment. Moreover, project outputs will be made available in an open-source
repository beyond the project’s duration, contributing to the advancement of
research in language didactics.

3. LMOOCs Design

The creation of the two LMOOCs falls within the context of implementing
practices, resources, and tools that contribute to advancing open and mas-
sive education, thus constituting a collaborative process with several phases,
as described in the literature. In this context, it is assumed that the speciali-
zation of these courses according to the domain they target will present spe-
cific challenges and differentiated operational modes. In this section, we fo-
cus specifically on the design of MOOCs aimed at learning a foreign or second
language for communication in academic settings, namely in the context of
university system mobility. We begin by briefly outlining how the creation
of other similar MOOCs allows us to serve as background and present the
design of our two MOOCs.

3.1 LMOOCs for academic purposes

Inclusion in academia is a strategic topic for the higher education sector.
As part of the steps taken by European educational authorities to build the
European Higher Education Area (Sorbonne Declaration, 1998; Bologna
Declaration, 1999), the ability to attract international students is among the
most relevant goals. International students who want to attend courses at a
foreign university and want to become part of a foreign academic commu-
nity need specific linguistic-communicative skills, as well as cognitive and so-
cial skills related to the relevant academic context and disciplines (Hyland &
Hamp-Lyons, 2002: 2). In fact, they should be familiar with conventions and
practices of the scientific communities related to different disciplines, and
they need a range of skills useful in university life (for example, to be able to
actively participate in seminars and peer group work or to interact orally or
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in writing with administrative staff). LMOOCs for academic purposes can be
a viable option to prepare international students for this challenging enter-
prise. Since LMOOCs are, by definition, open and accessible, they are in line
with EU’s inclusion principle.

There are several academic language courses offered on MOOC platforms,
such as academic English on FutureLearn' or academic French and Spanish
on OpenLearn? These courses generally offer an insight to key features and
conventions of academic culture in the target country, and they allow to de-
velop academiclanguage skills, thatis reading, writing, listening and speaking
in academic context. More specifically, they might provide guidance on how
to listen to class lectures and take notes effectively, how to improve speaking
skills for common tasks such as class discussions and presentations, how to
express ideas clearly in an academic format, how to organize an essay using
academic writing style and they might also develop some proficiency in a few
key areas of ‘academic’ grammar.

Let us see in some more details the MOOC of English for Academic Pur-
poses realized in the context of the MOVE-ME project. The course, based on
the Cognitive Academic Language Learning Approach (Chamot & O’Malley,
1987), aims to develop study skills along with the ability to learn foreign lan-
guages in general. The target group are university students who are going to
or are already attending university courses in English with at least a B1 level
of proficiency. The course is organized in six modules corresponding to the
six weeks. Week 1 and Week 6 are the introductory and concluding modules,
while Weeks 2-5 focus on the development of the four fundamental language
skills (listening, speaking, reading, writing). The course offers a great variety
of linguistic input (video, audio, written text) to suit students with differ-
ent learning styles, but videorecorded materials are the dominant didactic
choice. Each module includes tools to promote interaction and reflection,
such as forum sections and the Reflective Journal. While the forum aims to
create a community of learners who, thanks to similarities of interests and
purposes, can share knowledge and experiences using the target language,
the Reflective Journal is an individual task that requires participants to write
entries related to specific and guided input and to interact in the forum. Indi-
vidual student work is thus supplemented with collaborative activities that
induce active participation and mutual support in learning.

The following section is dedicated to the course design of two new aca-
demic language courses offering two Romance languages, Italian and Portu-
guese, to Slavic speaking university students in mobility.

1 https://www.futurelearn.com/courses/english-for-academic-purposes (last access 19/03/24)
2 https://www.open.edu/openlearncreate/course/view.php?id=8072;
https://www.open.edu/openlearncreate/course/view.php?id=3906 (last access 19/03/24)
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3.2 Italian and Portuguese LMOOCs for academic discourse design

The Italian and Portuguese LMOOCs are aimed at academic settings and
therefore are part of the teaching of foreign languages for specific purposes
(Basturkmen, 2012; Hyland, 2012, a.0.). They focus on linguistic-commu-
nicative competencies and learning skills within the educational domain.
Their objectives include developing awareness of the language learning pro-
cess and effective learning strategies, recognizing various language registers
across different communication contexts, and enhancing comprehension
strategies for academic oral discourse such as lectures. Additionally, they
involve developing strategies for comprehending written expository texts
in academic disciplines, learning to utilize electronic media and tools to en-
hance oral text production in academic contexts, acquiring proficiency in
using online translators and conducting online research to improve written
text production in academic fields. Learners are also expected to understand
the risks associated with plagiarism and the limitations of automatic transla-
tion tools and recognize the potential and limitations of the diverse array of
tools and communities available on the Internet.

So, a comprehensive understanding of L2 grammar, spanning morphosyn-
tax, phonology, semantics, lexicon, text and discourse, and pragmatics, is fun-
damental. Additionally, navigating academic discourse involves engaging in
communication characterized by inherent asymmetry between participants
and encountering a wide variety of discourse and intercultural situations.

To create a useful and productive LMOOC for academic purposes, conduct-
ing an analysis of contextual needs before designing the course and its ma-
terials is crucial. This is what the pathway followed by the Italian and Portu-
guese LMOOCs for academic discourse from design to implementation shows
(Fig. 1), since the need analysis is the first step of the journey. According to
this framework, the proposed pathway consists of a series of stages, facil-
itated by diverse learning components, united through pedagogical tasks
meant for individual or group participation.
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Inception and Desion Content Course creation
need analysis 6! development in platform
Evaluation
First edition Revision (learners' Pilot test
feedback)
Evaluation
(feedback, L. . I Massive Course
learning Revision Final validation opening
analytics)
Untutored
course - Untutored
availabile twice Revision course format
ayear

Fig. 1 LMOOCs pathway: from design to implementation

The findings of the needs analysis, which will be outlined in section 4,
played a pivotal role in shaping the curriculum of the LMOOCs. They delved
into the linguistic challenges and academic skills necessary for the social and
academic assimilation of Slavic-speaking students in Italy and Portugal (Silva
etal,, 2022).

Regarding the overall learning design, a hybrid approach has been em-
ployed, combining elements of both objective-oriented and task-based mod-
els (Troncarelli, 2011). In accordance with this framework, the structured
learning path consists of a series of units, delivered through various learning
materials, and accompanied by pedagogical tasks designed for individual or
group work. In fact, at the core of these two LMOOCs structure lies the or-
ganization in modules or weeks. The program will span six weeks, compris-
ing six distinct modules, each aimed at fostering different cross-disciplinary
skills applicable across various fields:

Module 1. Studying in Portugal/Italy.

Module 2. Communicating in the university

Module 3. Understanding lectures and taking notes.

Module 4. Writing university assignments.

Module 5. Prepare an oral presentation based on a written authentic doc-
ument.

Module 6. Expression one’s opinion, adopting a point of view/take an oral
exam.

Every module encompasses video lessons, multimedia resources, textual
documents, comprehension exercises, quizzes, and a brief written or oral
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assignment. Additionally, each module features segments dedicated to var-
ious course components, including teaching materials, forums. Moreover, an
evaluation system, including self-evaluation and peer evaluation, encourages
reflection on students’ learning process and foster the necessary autonomy
for online language learning.

The MOILLE framework (Massive Open Online Interactive Language Learn-
ing Environment), developed by Perifanou (2016), consisting of a framework
created to guide instructional designers which proposes six different inter-
connected dimensions, served as a crucial reference for selecting activities
and materials.

We adopt an educational methodology centered on metacognition, em-
phasizing learning through practical experience and self-reflection. This ap-
proach is facilitated by a multimedia framework tailored for language learn-
ing in computer-assisted academic environments, encouraging autonomous
learning and peer collaboration. The design of the LMOOCs draws inspira-
tion from Task-Based Learning principles (a.0. Nunan, 1998), focusing on
real-world language tasks to foster student engagement and autonomy. By
actively engaging in these tasks, students will enhance their ability to learn
independently and develop crucial metacognitive skills.

As we have already emphasized, the design and production of the MOOC
took into account the profile of the learners, to fulfil their needs both in im-
mersion and non-immersion academic setting. These needs vary and involve
linguistic issues, academic culture, and learning styles. Knowing and inte-
grating these dimensions is crucial for learning success.

4. Needs analysis for the Italian and Portuguese LMOOC

The needs analysis encompassed two primary sources. Initially, a literature
review aimed to provide a succinct overview of the Slavic languages perti-
nent to the project, including Czech, Polish, and Macedonian, to delineate
their disparities from the target learning languages, Italian and Portuguese,
particularly within an academic framework. Subsequently, two surveys were
conducted for each language to gain insight into the sociolinguistic profiles of
students, both within immersion and non-immersion contexts, and to assess
their learning strategies and communication needs. In §4.1, we provide some
considerations on these three Slavic languages, highlighting the critical areas
for Polish and Czech learners studying Portuguese and for Macedonian stu-
dents learning Italian, respectively. This knowledge contributed significantly
to determining the linguistic issues selected for the surveys administered to
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students with Slavic languages as their L1. The questionnaires’ design and
main results are presented in §4.2.

4.1 Slavic languages: some considerations

The Slavs, according to archaeological and linguistic evidence, can be traced
back to around 4000 B.C. At that time, the Great Eurasian Plain was inhabited
by the peoples known now as “Indo-Europeans” (Sussex & Cubberley, 2006:
19).

The Slavic languages belong to the “satem” group of the Indo-European
languages, and they constitute one of the 13 groups that make up this great
language family. Each of these groups is derived from an intermediary lan-
guage, which in the case of the Slavic languages was Proto-Slavic (Sussex
& Cubberley, 2006: 20). The emergence of this group was the result of the
break-up of the larger Balto-Slavic group derived from Indo-European cen-
tral dialects. From the most homogeneous eastern group, four languages
emerged between the 13th and 17th centuries: Russian, Rusyn, Ukrainian
and Belarusian. The southern group in the Balkans split into two smaller
groups very early on. In the east, Bulgarian and Macedonian dialects were
used, from which a liturgical, and later, in the 9th century, thanks to the ac-
tivity of St. Cyril and Methodius, a literary Old Slavonic language emerged,
followed by the literary languages: Bulgarian (19th century) and Macedo-
nian (1946-1960) (cf. Jakobson, 1949). The second south-western group in-
cluded Serbo-Croatian and Slovenian. The West Slavic group at the end of
the first millennium divided into two subgroups, Czech-Slovak and Lechitic,
between which the Sorbian dialects occupied an intermediate position. The
first of these subgroups eventually split into two separate languages: Czech
and Slovak, while from the Sorbian dialects emerged Upper Sorbian, closer
to Czech, and Lower Sorbian, closer to Polish. Three languages have emerged
from the Lechitic group: Polabian, which became extinct in the 18th century,
Pomeranian, whose last descendants are the Kashubian dialects, and Polish
(Milewski, 2004: 140-141; Grzegorczykowa, 2008: 174-178). As a result of
these processes, the contemporary classification of Slavic languages is as
follows: Eastern Slavic languages (Russian, Ukrainian, Belorussian, Rusyn),
Southern Slavic languages (Slovenian and Serbo-Croatian with four standard
varieties: Serbian, Croatian, Montenegrin and Bosnian) and Western Slavic
languages (Lower Sorbian, Upper Sorbian, Czech, Slovak, Polish and Kashu-
bian) (Milewski, 2004: 104).
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4.1.1 Polish Language

Polish is native language of most of the 41 million inhabitants of Poland
and it belongs to the Lechitic branch of the West Slavic group. The Polish lin-
guistic territory has traditionally been divided into five major dialect areas,
corresponding to the historical-geographic regions of Matopolska (Lesser
Poland), Wielkopolska (Greater Poland), Mazowsze (Mazovia), Slask (Silesia)
and Kaszuby (Kashubia) (Bray, 1970: 601; Rothstein, 1993: 754).

The origins of historical Polish date back to the 11th century (Grze-
gorczykowa, 2008: 178; Sussex & Cubberley, 2008: 90-93). When it comes
to its phonological features, Polish has seven vowels’ phonemes and thir-
ty-three consonantal phonemes, being an explicitly consonantal language.
The system of vowels includes two nasal phonemes (an archaic Slav feature)
and it lacks the distinction between open and closed vowels. The stress in
Polish falls mainly on the penultimate syllable, with a few exceptions such
as words of foreign origin (Bray, 1970: 589, 594; Rothstein, 1993: 687-696;
Wrébel, 2001: 29-39).

Polish nominal, adjectival, numeral and pronominal morphology has pre-
served the system of seven cases, including the vocative. The nominal, adjec-
tival and, in some cases, pronominal (e.g. third-person personal or demon-
strative) and numeral (e.g. ordinal) gender systems distinguish three primary
categories in singular: masculine, feminine and neuter, and two in plural:
masculine-personal and non-masculine-personal. Polish verbal morphology
disposes only of three tenses: present, past and future (Wrébel, 2001: 139).
The additional fourth tense, Past Perfect, is used in modern language primar-
ily for stylistic purposes. Polish is clearly an aspectual language since it makes
use of perfective and imperfective verbal forms (Wrébel, 2001: 137-138). As
far as the category of mood is concerned, it is common to distinguish the
indicative, imperative and conditional (Rothstein, 1993: 696-712; Wrdbel,
2001: 142-144; Dalewska-Gren, 2002: 281-283). Polish lacks the morpho-
logical representation of article, but its functions may be performed by other
word classes, such as demonstratives (ten, ta, to) or numerals (jeden, jedna).

The unmarked order of the main constituents in Polish is Subject-Verb-Ob-
ject (Rothstein, 1993: 723).

Based on the Portuguese-Polish contrastive analysis and the analysis of
errors at different levels committed by Polish students, the critical areas for
Polish learners studying Portuguese are: Phonetic and Phonological compe-
tence: 1. Place of accent; 2. Vocal quality; 3. Nasal vocals and diphtongs; 4.
Palatal realization of /lh/, /nh/. Grammatical competence: 1. Use of verbal
tenses and moods (indicative vs. subjunctive, Pretérito Perfeito Simples vs.
Pretérito Imperfeito); 2. Nominal and adjectival inflection; 3. Use of article; 4.
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Position of pronouns; 5. Use of prepositions. Lexical competence: selection of
the adequate vocabulary according to stylistic, pragmatic, and textual factors.

4.1.2 Macedonian Language

The modern Macedonian language has the status of an official language only
in North Macedonia and is recognized as a minority language in some parts
of Albania. It is spoken by minorities in neighboring countries and the Mace-
donian diaspora, particularly in Canada, Australia, the United States etc. The
Macedonian language is part of the Balkan linguistic league, together with
Bulgarian, Neo-Greek, Albanian, Romanian, Aromanian, Turkish and some
spoken languages of southern Serbia. With these languages it shares some
main typological characteristics. The Macedonian language is spoken in the
center of the Balkans and is surrounded by other Balkan languages (Slavic
and non-Slavic). The reflection of some changes related to the balkanization
of the grammatical structure of the Macedonian language in ancient texts is
very limited. However, the end result of all the above processes, which began
as early as the twelfth century, is the change in the typological structure of
the Macedonian language (Lunt, 1952: 10-12). It passes from a synthetic lan-
guage to an analytic language with remarkable Balkan characteristics among
which the most important are the absence of inflection, the presence of a
postponed definite article, the absence of the infinitive, the definite article
distinct for the three persons (unique case in Slavic); the constitution of an
opposition between determined verbs and indeterminate verbs (unique case
in the Indo-European group) (Koneski, 1952: 354-409). Most of the lexicon of
the Macedonian language is of Slavic origin and has various traits in common
with other Balkan languages, especially in the lexicon. They are the result of
socio-economic conditions, cultural relations, linguistic symbiosis through
the centuries that have led to the appearance of bilingualism and plurilin-
gualism among the Macedonian population (Macedonian-Greek, Macedoni-
an-Turkish, Macedonian-Wallachian, Macedonian-Albanian, etc.). Another
characteristic of the Macedonian language that it shares with other Slavic
languages is the use of perfective and imperfective verbal forms (Friedman,
2001: 33-58). The unmarked order of the main constituents in Macedonian
is Subject-Verb-Object.

Based on the Italian-Macedonian contrastive studies and the analysis of
errors at different levels committed by Macedonian students, we have de-
veloped a list of critical areas for Macedonian learners studying Italian. The
list starts from the areas considered most difficult for Macedonian students:
Grammatical competence: 1. Concordance of tense and mood; 2. Hypothetical
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construction; 3. Subjunctive; 4. Perfect vs imperfect; 5. Implicit verb forms;
6. Passive form; 7. Prepositions; 8. Pronouns (direct, indirect, combined,
relative, ci, ne, etc.) 9. Idioms and collocations 10. Position of adjectives and
adverbs; 11. Grammatical gender of words. Lexical competence: sectoral lan-
guages, especially bureaucratic language. Intercultural competence: prob-
lems related to different behaviors, non-verbal language, different habits and
customs in Italy.

4.1.3 Czech Language

According to the dates of Simons and Fennig (2017), approximately, 10.7
million people speak Czech as their mother tongue - practically everyone in
the Czech Republic and the total number of Czech speakers is estimated at
13.2 million, which includes 2.5 million users of Czech as a second language.
As aresult of several waves of emigration in the second half of the 19th and in
the 20th century, Czech is also spoken by tens of thousands of emigrants and
their descendants, especially in Slovakia, the USA, Canada, Germany, Austria,
Australia, Ukraine, in Serbia, Croatia, Romania, Poland and a number of other
countries.

Czech language - like the Polish language - belongs to the West Slavic lan-
guage of the Indo-European languages. It developed from western dialects of
Proto-Slavic at the end of the 10th century. It is partially influenced by Latin
and German. Literature written in Czech has been appearing since the 14th
century. However, the first written monuments date back to the 12th century.

Czech is close and mutually intelligible with Slovak. In the Czech Republic
and Slovakia, passive Czech-Slovak bilingualism prevails (especially thanks
to the former existence of a common state, Czechoslovakia). The mutual in-
telligibility of the two languages is estimated at 95%. (cf. Breton, 2017: 9) In
interwar Czechoslovakia (1918-1938), in the spirit of the politics of the time,
Czech and Slovak were considered two literary variants of one language.

As for the linguistic characterization, in the written language the Latin al-
phabet and special diacritics in case of some graphemes are used (e.g, ¢, T; €,
7, 8). The pronunciation is characterized by a fixed accent on the first syllable
of the spoken word, the opposition of vowel length and one specific conso-
nant written with one character “” (voiceless gingival vibrating consonant).
As in the Polish language, Czech is an inflectional language characterized by a
complicated system of inflection in nominal and verbal system due to which
has a very free word order and a specific verbal transitivity.

As in the Polish language, the nominal, adjectival, numeral, and pronomi-
nal morphology has preserved the system of seven cases, including the voca-
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tive. The nominal, adjectival and, in some cases, pronominal (e.g., third-per-
son personal or demonstrative) and numeral (e.g., ordinal) gender systems
distinguish three primary categories in singular: masculine, feminine and
neuter, and two in plural: masculine-personal and non-masculine-personal.
Czech verbal morphology disposes only of three absolute tenses: present,
past, and future, being the relative tenses expressed lexically. The verb as-
pect is based on the opposition telicity versus atelicity (expressed mostly
by lexical affixes) not considering the criteria of the actionsart. As far as the
category of mood is concerned, it is common to distinguish the indicative,
imperative and conditional. Czech lacks the morphological representation of
article, but its functions may be, although only in determined contexts, per-
formed by other word classes, such as demonstratives (ten, ta, to) or numeral
“one” (jeden, jedna).

Based on the Portuguese-Czech contrastive studies (Svobodova, 2016,
2021) and the analysis of errors at different levels committed by Czech stu-
dents, the critical areas for Czech learners studying Portuguese are: Phonetic
competence: 1. Accent; 2. Vocal quality; 3. Nasal vocals; 4. Fast diction; 5.
Synalepha; 6. Palatal realization of s, z. Grammatical competence: 1. Relative
tenses and verbal moods (indicative versus subjunctive, actionsart, perfect
versus imperfect; 2. Grammatical gender; 3. Plural; 4. Article; 4. Pronouns
(position); 5. Prepositions; 6. Honorific formulas and treatment by 2nd or
3rd person. Lexical competence: selection of the adequate vocabulary ac-
cording to geographic, stylistic, pragmatic, and textual factors.

4.2 Questionnaire analysis

As already pointed out, to better understand the needs of our target group,
four questionnaires were designed (two questionnaires for Slavic learners
of Italian in FL and L2 contexts and two questionnaires for Slavic learners
of FL and L2 Portuguese) following the same basic structure. The first group
of questions is related to personal data and information about the inform-
ants, such as age, gender, country of origin, mother tongue, other languages
known, length of study of the target language, estimated level of competence,
home institution and year of enrollment. The second group of questions is
referred to various aspects of academic Italian/Portuguese and aims to elicit
(expected or experienced) difficulties regarding linguistic and cultural fea-
tures, textual genres, specific skills, and strategies applied by the students to
face such difficulties.
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4.2.1 Italian questionnaire results

Our questionnaires obtained 188 answers from FL learners of Italian (88%
female, 12% male students), aged mainly 17-24 (84%) and 25-30 (10%) and
21 answers from L2 learners of Italian (90% female, 10% male students),
aged mainly 18-24 (52%) and 25-30 (33%).

FL informants are primarily Macedonian and Polish, to which are added
some Croatian, and Serbian participants. All FL learners know other lan-
guages, mainly English, followed by German, Spanish and French. The aver-
age length of study of Italian is 4 years. 69% of the FL informants learnt Ital-
ian in the country of origin, 3% in Italy and 17% both at home and in Italy.
The dominant level of competence is A2 (38%), followed by B1 and B2 (both
20%), C1 (14,5%), C2 (5,5%) and A1 (2%). Most of the informants are uni-
versity students of philology or social and human sciences, less represented
are faculties of technology, medicine, economy, music, tourism and hospital-
ity; there is also a significant number of last year high school students and
the sample also includes some learners following language courses in other
institutions (for ex. at Dante Alighieri society).

L2 informants are 43% Polish, the other 57% is equally divided between
students coming from Slovakia, Russia, Byelorussia, Croatia, and North Mac-
edonia. All L2 learners know English, some of them declaring a third foreign
language as well (typically Spanish, French, German). The length of study of
Italian is higher in L2 students compared to FL informants, reaching on av-
erage 6 years, including generally 2 years of sojourn in Italy (min. 4 months,
max. 12 years). The informants are all university students, attending mainly
faculties of human and social sciences. The majority decided to study in Italy
to learn the target language and culture. Our L2 informants had a relatively
high level of competence, C1 being the prevailing level (47,6%), followed by
B2 (23,8%), B1 (14%), C2 (9,5%) and A2 (4,7%).

In the second part of the questionnaire informants provided interesting in-
sights about expected (FL) or experienced (L2) difficulties in different fields
of academic communication. Regarding the cultural aspects, our informants
considered mainly problematic the communication with offices, followed by
different ways of carrying out lessons and exams (Fig. 2).
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Fig. 2 Cultural differences in academic communication in Italy

As far as the most frequent task required to university students are consid-
ered, our informants indicated as more problematic the oral presentations
and the oral exams (FL students in particular), followed by written assign-
ments (Fig. 3).
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HFL 26% 17% 12,70% 11% 28% 53% 51% 15% 20% 36,70% 2,60%
w2 19% 28,60% 4,70% 24% 24% 33% 33% 14% 9,50% 38% 9,50%

Fig. 3 Main difficulties while studying in Italy

L2 students indicate as courses more difficult to follow those where the use
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of language for specific purposes is dominating (for ex. legal Italian, econom-
ics, linguistics, psychology). Textual genres considered hard to understand
both for FL and L2 learners are medical reports, essays, regulations, calls for
application, conference presentations, university lectures. L2 learners also
suggest university handbooks as a source on major problems. Instead, if we
consider textual genres to produce, both FL and L2 students indicate essays,
debates, theses, and oral presentations. FS learners indicate forms to fill in
(for ex. application for registration) as one of the priorities, while L2 learners
suggest video CVs and reviews.

Regarding linguistic aspects, learners feel the need to work on their vocab-
ulary and textuality. L2 learners seems to be also aware of syntactic problems

(Fig. 4).

100%
90%
80%

70%

60%
50%
40%
30%
20%
10%

0%

Pronunciation (e.g. Morphology (e.g. | Syntax (e.g. sentence Textuality (e.g. The lexicon (e.g.
accents, double word formation construction, verb connectors, specialized lexicon, Nothing
consonants) processes, verb regency) mechanisms of  idiomatic expressions)
BFL 36% 35,60% 48,40% 53% 77% 4%
w2 28,60% 38% 66% 52,40% 90% 0%

Fig. 4 Language aspects to improve

In the pronunciation students signal difficulties producing Italian tonic ac-
cent and double consonants, as well as open/closed vowels ([€] vs [€], [2] vs
[o]). As far as lexicon is concerned, students indicate specialized lexicon as
particularly hard to learn. In the Italian morphosyntax prepositions seem to
be the hardest to learn, followed by complex sentence structure and clitic
pronouns (Fig. 5).
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Fig. 5 Challenging morphosyntax aspects

The last part the questionnaire was concerned with strategies. Students in-
dicate as most helpful learning strategies taking notes and repeating before
the exam, consulting dictionaries, asking for clarification to the professor
and reading carefully the course’s program and objectives.

4.2.2 Portuguese questionnaire results

Our questionnaires obtained 131 answers from FL learners of Portuguese
(84,7% female, 13,7% male and 16% other gender students), aged mainly
18-24 (77,1%) and 25-30 (11,5%) and 4 answers from L2 learners of Por-
tuguese (75% female, 25% male students), aged mainly 25-30 (50%), 18-24
(25%) and >36 (25%). Although the sample of L2 informants is scarce, they
were considered in the needs analysis of the Portuguese LMOOC.

FL informants are primarily Czech (29,8%), Polish (21,4%) and Slovaks
(19,8%), to which are added some Bulgarian, Croatian, Ukrainian, and Slo-
venian participants. All FL learners know other languages, mainly English,
followed by Spanish, German, Italian and French.

Most of the informants studied Portuguese between one and three years
(42%), closely followed by the students who learnt it between four and six
years (33,8%). 95,4% of the FL informants learnt Portuguese in the country
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of origin, 2,3% in Portugal and 2,3% both at home and in Portugal. The domi-
nant level of competence is B2 (29,8%), followed by B1 (22,9%), C1 (19,1%),
A2 (13,7%), A1 (11,5%) e C2 (3%). Most informants are at university stud-
ying Portuguese Philology and Modern Languages, Cultures and Literature,
but also from Translation Studies and Public Administration. There are also
several high school students.

Regarding L2 informants, they are from Bulgaria, East-Timor, Poland, and
Ukraine. Besides their mother tongue, all speak English as a common foreign
language. The length of study of Portuguese oscillates between 3 months and
6 years. 2 of the informants learnt Portuguese only in Portugal, while 1 learnt
itin their country of origin and the other one both at home and in Portugal. 2
are university students from the Master of Portuguese Language and Teach-
ing, the others study Portuguese in Language courses. The reasons stated for
learning Portuguese were mainly improve their language level but also for
professional purposes. The L2 informants have a wide range of proficiency
levels: 2 are from A1, 1 from B1 and 1 from C2.

In the latter section of the questionnaire, respondents offered interesting
perspectives on anticipated challenges in academic communication for for-
eign language learners (FL) or encountered obstacles for second language
learners (L2) across various domains.

From a cultural perspective, L2 informants cited lack of punctuality and
communication difficulties with administrative offices as the main issues at
the host institution. Regarding the linguistic difficulties they encountered at
the host institution, they indicated giving an oral presentation, expressing
opinions, and understanding textbook language as the main obstacles they
had to face. Regarding the textual genres that pose the most difficulty, the
perception among informants is one of widespread challenge both in their
reception and production. Among the listed academic genres, particular em-
phasis was placed on the difficulty of medical reports and regulations. As
for the linguistic aspects they wish to improve, vocabulary and pronuncia-
tion stand out, with idioms and vowel reduction being, respectively, the most
problematic issues. For morphosyntax’s, the main problems are related with
complex sentences with subjunctive and clitic pronouns. The last part the
questionnaire focused on strategies. Students indicate as most helpful learn-
ing strategies consulting dictionaries, repeating before the exam, peer group
study, asking for feedback/correction from the native colleagues.

In analysing data concerning FL informants, we considered frequent tex-
tual genres in academic discourse, linguistic issues, and learning strategies.

Considering the production of academic textual genres, the informants in-
dicated that the most problematic are essays/ scientific articles (31,3%), fol-
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lowed by thesis/dissertations (23,6%), whereas the least difficult are oral
presentations, CVs and administrative forms (18,3% each).

When asked about the linguist domains in which they felt the greatest need
for improvement (Fig. 6), the respondents selected primarily the lexicon
(78%), particularly idiomatic expressions and specialized vocabulary, and
textuality (74%), mostly the cohesion mechanisms to build the text. Pronun-
ciation was indicated by more than half of the informants (56,5%), followed
by syntax and morphology (48,1% each).

Regarding pronunciation, the three aspects that were marked as the most
difficult were the production of nasal vowels (46.6%), vowel reduction
(41.2%), and word stress (35.9%).

100%
90%
80%
70%
60%

50%
40%
30%
20%
10%
0% —

Pronunciation (e.g. Morphology ( e.g. word  Syntax (e.g. sentence Textuality (e.g. The lexicon (e.g. Nothing
accents, vowel formation processes, construction, verb connectors, mechanisms  specialized lexicon,
reduction) verb conjugation) regency) of cohesion and idiomatic expressions)
coherence of a spoken
written text)

Fig. 6 Language aspects to improve

In turn, the challenges posed by morphosyntactic aspects are presented in
Fig. 7. Of the aspects highlighted, students attributed less weight to difficul-
ties with forms of address and gender and number issues, with the greatest
challenge posed by the construction of complex sentences with the subjunc-
tive (58.8%), followed by verb conjugation, the use of articles and preposi-
tions, and also the use of clitic pronouns.
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Fig. 7 Challenging morphosyntax aspects

Shifting the focus to the analysis of the surveys regarding the learning strat-
egies that students consider most valuable in an academic context (Fig. 8),
we find that students point to a variety of learning facilitation strategies, with
the three most popular being taking notes in various forms (84%), repeating
several times before the exam, aloud or silently (72.5%), and consulting dic-
tionaries in print and online (69.5%).

100%
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80%
70%
60%
50%
40%
30%
20%
10%

0%

Read the program  Take notes (e.g.,  Seek support from Consult paper/online Repeat several times ~ Study in groups Ask for Other
and learning keywords, dlagrams the teacher dictionaries aloud (e.g., before feedback/corrections
objectives carefully significant concepts) the exam) from native
Portuguese-speaking
colleagues

Fig. 8 Helpful learning strategies

4.2.3 Discussion of the results
The analysis of the questionnaires results in its main aspects, linguistic,

sociocultural, and pedagogical, as well as the knowledge of the members of
the partner teams about the benefits and challenges that Slavic students face
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both in immersion contexts during their mobility and in non-immersion con-
texts when they participate in mobility in, informed the decisions made about
the LMOOCs design and production, briefly outlined in §3.2. As a result, we
developed a common general framework for both LMOOCs, adapting them to
meet specific requirements depending on the specific linguistic features of
each target language and particular academic settings.

Considering linguistic domains regarded as competencies to improve, we find
that students of Italian and Portuguese, both as FL and L2, generally value the
same elements, focusing on textuality and lexicon and emphasizing mastery
of morphosyntax and pronunciation. Regarding the main linguistic difficulties
experienced by students, the focus for all goes to the critical areas diagnosed in
§4.1. because of the typological differences between Slavic and Romance lan-
guages. So, it was no surprise that articles, prepositions, complex sentences,
clitic pronouns, and pronunciation were the main issues selected. Despite the
similarities, both groups of languages present some specificities that must be
addressed when deciding which linguistic contents the course should include.
For example, Italian LMOOC will focus more on word stress and double con-
sonants when considering pronunciation. In contrast, Portuguese LMOOC will
promote tasks to improve the comprehension of vocalic reduction and the pro-
duction of nasal vowels. Another example is that Portuguese will offer more
opportunities to train complex sentences with subjunctives, a critical problem
for students. At the same time, the clitic pronouns will be subject to thorough
training in Italian due to their complexity for Slavic students. The need for im-
provement related to lexicon and textuality stressed by many students is inti-
mately associated with the specific domain of discourse communication and
the discourse and textual genres in academic settings. Specialised lexicon and
idioms are challenging for all groups, as is the mastery of specific textual gen-
res from oral and written modalities, with the most selected being the produc-
tion of a written academic text, oral presentations, expression of one’s opinion,
understanding the teacher during lectures and communication with the office
for all students. In this context, there are some differences depending on the
specific academic setting. For instance, oral exams are more problematic for
Slavic students who are doing their mobility in an Italian university because of
their relevance in the assessment system than for those studying Portuguese.
Finally, the analysis of learning strategies includes taking notes and under-
standing manuals and other scientific documents, such as scientific articles,
reports, and dissertations.

The following section presents an example for each language to illustrate
how these findings were crucial to both LMOOCs’ instructional design and
how they were at work to facilitate students learning.
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5. From need analysis to LMOOC design: an example
5.1 Italian

As we have seen in §4.2.1, both FL and L2 learners indicated communication
with offices as a major difficulty. In fact, the use of formal registers in a different
cultural setting presents several problems for learners. E-mail is “the most pre-
ferred, pervasive and efficient means of communication between students and
instructors” (Félix-Brasdefer, 2012: 223). However, many studies claim that
this genre is characterized by writing rules not yet been standardized and by a
mixture of traits including spoken and written, formal and informal elements
(Pistolesi, 2004; Andorno, 2014). Furthermore, in writing formal e-mails, stu-
dents must pay attention to the pragmalinguistic norms of the genre and to
the sociolinguistic norms peculiar to interaction in the academic environment.
Based on these considerations, we decided to deal with e-mail writing in ac-
ademic context in Module 2, dedicated to communication at university, to in-
formal and formal interactions (other students, teachers and employees). The
learning path includes videos presenting interactions with the Erasmus tutor,
with the employee of the Erasmus office, WhatsApp and face to face exchanges
with fellow students, video-lessons summarizing principles of how to use reg-
isters appropriately in relation to the interlocutors and a specific video-lesson
about formal e-mail writing. The video is followed by comprehension exercises
and an example of formal e-mail (Fig. 9) to analyze (for ex. vocabulary used).

Leggi il testo della e-mail che Giovanna invia al professore, poi rispondi alle domande scegliendo I'opzione
corretta tra le tre proposte.

Gentile professor Rossi,

sono Giovanna Franchigiani, studentessa regolarmente iscritta al primo anno del corso di laurea in Ingegneria
Meccanica (matricola 50039) e studentessa frequentante il Suo corso di “Matematica 1”.

La contatto per chiederlLe se fosse possibile fissare un ricevimento, al fine di ottenere delucidazioni in merito
al programma d’esame. Piu precisamente, avrei alcune domande da porle riguardo ai materiali distribuiti a
lezione, i quali ho trovato particolarmente complessi.

Inoltre, Le sarei molto grata se potesse inviarmi in allegato le dispense di cui ci ha parlato la scorsa lezione e
per le quali ci ha chiesto espressamente di scriverLe una e-mail.

In attesa di un Suo gentile riscontro, La ringrazio anticipatamente e Le auguro una buona giornata.

Cordiali Saluti,

Giovanna Franchigiani

Fig. 9 Example of formal letter sent by a mother tongue student
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Subsequently, learners are asked to correct inappropriate sentences and to
work on formal pronouns (Fig. 10).

Nelle seguenti frasi ,correggi l'errore evidenziato scegliendo l'opzione piu
appropriata tra le due proposte.

Ho preso in prestito un libro la scorsa settimana in biblioteca e avrei dovuto riconsegnarlo
oggi. Tuttavia, devo prolungare il prestito ai fini della preparazione di un esame.

Select one:

a. avrei urgentemente bisogno di...

b. ho bisogno per favore di...

Scegli il pronome corretto.

Gentile professore,

sono uno studente del terzo anno di lettere. % contatto per chiederle se fosse possibile incontrarci

per un ricevimento nel + giornodisponibile. Infatti, ho frequentato il corso di letteraturaitaliana da
o

+ tenuto lo scorso semestre e avrei alcune domande tecniche da porger + inrelazionealla

bibliografia da % indicata nel programma d’esame.

+ augurouna buona serata e attendo una sua gentile risposta.

Cordialmente,

Marco Fagotti

Fig. 10 Example of exercises on pronouns in formal letters

Finally, students are requested to produce a formal e-mail on a forum, eval-
uate their own production using a grid and then give feedback to their peers.
The module ends with a video-lesson summing up considerations about reg-
isters in language.

5.2 Portuguese

As we have seen in §4.2.2, the primary linguistic aspects students wish to
improve are pronunciation and vocabulary, with idioms and vowel reduction
being the most problematic issues. For morphosyntax, the main problems
are the mandatory contexts of subjunctive and clitic pronouns. They also
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mentioned forms of address, in what concerns formal conversation with Pro-
fessors, or with employee of the Erasmus office, among others.

As for learning strategies, they mentioned, for instance, peer group study
and asking for feedback/correction from native colleagues.

As an example of Module 2, the learning path for formal interactions vs
informal interactions included, among other subjects, attention to Forms of
address in European Portuguese (Duarte, 2011; Duarte & Marques, 2023).
We offer two videos, one with an interaction in a formal context and another
with an interaction in an informal context, face-to-face exchanges with fellow
students (Fig. 11). Students also read formal emails and videos with an in-
teraction in which a housemate explains how to survive at the University, the
first problems at the University, phone calls, WhatsApp messages, pronunci-
ation exercises, and quizzes about the documents.

[MPORTO!

Fig. 11 Example of video with informal conversation

Sometimes, texts with information appear in these videos, as in Fig. 12. The
video or other documents are followed by comprehension exercises (Fig. 13).
As Forms of address are a topic of great difficulty in European Portuguese, we
also have an explanation about them in a PowerPoint document with voice.
All these documents have multiple questions to test oral comprehension, and
we suggest reading a newspaper article about forms of address with a ques-
tionnaire for reading comprehension.
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MAPORTO

Como os protagonistas desta conversa sao todos jovens com idades proximas,
eles tratam-se por “tu”, isto €, na 2.2 pessoa do singular.

No caso da presente conversa, geralmente, o sujeito aparece subentendido como
em “vais, vais, que falso”.

Note que o Portugués Europeu é uma lingua de sujeito nulo.

Nesta conversa, podemos observar muitas expressdes que apenas se utilizariam

entre jovens e nunca em contextos mais formais como, por exemplo, a expressao
“E uma seca” em vez de “E aborrecido”.

Fig. 12 Example of a text in a video with informal conversation

Comprehensive exercises and grammar or lexical ones appear after all kind
of documents: video, PowerPoint with voice, written texts.

Selecione a opcao correta para completar cada alinea:

a) A forma de tratamento usada pela Rute revela que a relaco entre as interlocutoras é:
Oproéxima.
COdistante.

Olndiferente.

b) Ao tratar a interlocutora por “Prezada Senhora”, a Rute revela, em relacdo a ela:
Orespeito.
Ofamiliariedade.

Odesprezo.

c) No contexto de comunicacio apresentado, a forma de tratamento “Prezada Senhora” ndo poderia ser
substituida por:

(OcCara Senhora.
OQuerida Senhora.

(OEstimada Senhora.

Fig. 13 Example of questions of a quiz after a formal email
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Periodically, students are requested to create documents on a forum, assess
their work using a grid and provide feedback to peers. At the end of each
module, they receive an evaluation covering all the topics within that module.

6. Final remarks

This article delved into the creation of Language MOOCs under the
LMOOC4Slav project, aiming to enhance Slavic-speaking university students’
proficiency in Italian and/or Portuguese and their intercultural awareness
in academic settings. It emphasized the importance of analyzing the target
audience’s linguistic profile, previous pedagogical experiences, and learn-
ing styles for instructional design. This analysis involved literature reviews
and surveys from Slavic students to understand their sociolinguistic profile,
learning strategies, and communication needs, informing the content, activi-
ties, and technological resources integrated into the MOOCs.

This process is based on the conviction that this phase of MOOC construc-
tion is foundational for the subsequent phases, especially those related to de-
termining the conceptual framework of the course, defining its curriculum,
and the following stages of production and pre-production. This implies that
the target audience for these courses is, to some extent, an active participant
in their creation before becoming the final recipient during their widespread
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2. Como criar um Language MOOC Académico? Ideias
de desenho no contexto eslavo-romanico

Lasse Birger Bohn, Christian Koch

Abstract: Communication during the study period abroad can be challenging if, on the one
hand, only the intermediate level of B1/B2 required by the exchange programme is met and,
on the other hand, the actors involved rely on the success of purely immersive learning in the
target language country. Language MOOCs can be considered as a didactic intervention to
prepare and accompany the stay by providing a set of resources that are accessible without
major restrictions, regardless of location.

In this paper, we address issues of linguistic and thematic heterogeneity of an academic
LMOOC in the Romance-Slavic context (with L2 Portuguese/Italian and L1 Czech/
Macedonian/Polish) - in line with the LMOOC4Slav project. As a contribution to the
design of an LMOOC for higher education, our concept argues for flexibility, openness and
individualisation as basic frameworks to be filled by components of human peer-to-peer
interaction, plurilingualism and technical language. For each of these three aspects, an
example of possible implementation is given.

Keywords: Digital Learning; Collaboration; Plurilingualism; Romance-Slavic Comparison.

1. Introdugdo

s programas de intercambio de estudantes sdo considerados uma das

histérias de sucesso da Unido Europeia. O programa Erasmus+ é o in-
strumento central para facilitar o acesso a sistemas de ensino superior es-
trangeiros, oferecendo procedimentos estruturados de reconhecimento na
universidade de origem e apoio financeiro. Além da aquisi¢do de experiéncia
pessoal ao conhecer outro sistema académico e explorar um espago cultural
diferente do proprio, é sobretudo o aumento das competéncias linguisticas!
e a continua¢do bem-sucedida dos estudos que desempenham um papel es-
sencial desse programa. No entanto, este é também um grande desafio, uma
vez que a participacao no programa por parte de todos os paises da UE nao

! Um objetivo principal da UE é promover a mobilidade dos seus cidaddos. Cada pessoa deveria ter

proficiéncia em duas linguas estrangeiras oficiais da UE, para além do respetivo idioma nativo (cf.
Iskra, 2022). Relativamente ao antecedente, muitas vezes os atores envolvidos confiam no sucesso da
aprendizagem no pais da lingua-alvo. A aprendizagem imersiva pode ser eficaz desde que ndo ocorra
aleatoriamente, mas seja acompanhada por intervencdo didatica e reflexdo (p. ex. Lou, Vande Berg &
Paige, 2012: 411ss.).
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deve ser prejudicada por obstaculos linguisticos demasiado elevados. Por
esta razdo, os requisitos linguisticos sdo geralmente estabelecidos abaixo do
necessario para estudos regulares. Aqui é onde entra a proposta de um Lan-
guage MOOC (doravante: LMOOC) como intervencdo didatica de preparagdo
e acompanhamento. Por um lado, busca reduzir as lacunas linguisticas por
meio da formagao continua na lingua-alvo. Por outro lado, também visa com-
pensar a falta de conhecimentos linguisticos para as necessidades especificas
da estadia académica no estrangeiro através de contetidos especializados.

O objetivo deste contributo é retomar os conceitos basicos do projeto
LMOOC4Slav e apresentar uma série de ideias que nos chegaram da perspe-
tiva exterior, enquanto investigadores da didatica das linguas romanicas. Re-
tomamos os conceitos e objetivos do projeto formulado em Silva et al. (2022)
e baseamo-nos particularmente nas seguintes questdes:

e Como se pode lidar com a heterogeneidade dos destinatarios do LMOOC?

e Como se pode refletir adequadamente a diversidade das disciplinas aca-
démicas e assim abordar adequadamente as diferentes necessidades das
diversas disciplinas e linguas envolvidas?

e Como se podem integrar formas para praticar a comunica¢do na lingua es-
trangeira?

O desafio consiste em criar uma oferta que seja simultaneamente interes-
sante, eficaz e diferenciada, mantendo-se administravel sem tornar-se de-
masiado complexa. Para enfrentar estes desafios, propomos quatro ideias
abordando o desenho geral e contetidos exemplares no contexto eslavo-ro-
manico. A primeira ideia é uma tentativa de coordenar estruturas lineares
de um curso com um pool aberto de recursos adicionais. Em seguida, discu-
timos a possibilidade de envolver os estudantes das linguas-alvo como parte
de um elemento opcional, algo que nao é habitualmente encontrado em ou-
tros LMOOCs. A terceira ideia concentra-se na sensibilizacdo para a proximi-
dade entre as familias linguisticas eslava e romanica, particularmente evi-
dente nos registos da lingua académica, a nivel lexical. Por fim, abordaremos
um contexto de linguagem técnica relevante para muitos campos de estudo: a
linguagem da matematica, que normalmente ndo faz parte dos cursos gerais
de linguas estrangeiras.

2. Sub-médulos opcionais para LMOOCs

Os fundadores do projeto LMOOC4Slav destacam a necessidade de dife-
renciacao por meio de sub-modulos: “It is necessary to consider the hetero-
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geneity of LMOOCs’ audience” (Silva et al., 2022: 7444). A heterogeneidade
aludida refere-se principalmente a diversidade linguistica. Portanto, além
de LMOOCs distintos para as linguas-alvo portugués e italiano, ha diferen-
ciacdes para as varias L1 eslavas em determinados momentos dentro dos
cursos. Contudo, podemos ampliar essa abordagem considerando a hetero-
geneidade também em relacado a diferenciacdes no contetdo.

No sentido da “Web 2.0 philosophy” (Read, 2014: 96) que preconiza a es-
colha de componentes baseada em interesses e necessidades pessoais, surge
a ideia de integrar uma série de unidades opcionais oferecidas em comple-
mento ou, em parte, como uma alternativa aos modulos obrigatérios. Con-
siderando o curriculo geral dos seis modulos planejados para seis semanas
(cf. Silva et al., 2022: 7445), outras atividades poderiam ser atribuidas nao
direcionadas a todos os participantes, mas que ofereceriam um apoio mais
especifico em casos individuais do que o curriculo geral do LMOOC (Fig. 1).

1. Estudar em 2. Comunicar na 3. Compreender aulas e
[talia/Portugal: universidade através tomar notas
administragao, de meios digitais,
bibliotecas, cantina de > ter consciéncia dos >
estudantes registos usados em

diferentes contextos
Sub-médulos opcionais: = Expressar cortesia: =>» Pesquisar cognatos

checo vs. portugués (2
pt)

lexicais (3 pt.)

4. Escrever textos para a
Universidade

5. Conceber uma
apresentacdo oral
a partir de um
documento escrito

6. Expressar opiniao,
adotar um ponto de
vista

= Redigir um relatdrio
laboratorial em
biologia (5 pt.)

=>» Escrever um ensaio
filosofico (5 pt.)

= Explicar estatisticas (4
pt)

=> Transferir sons
polacos para
portugués (2 pt.)

= Comparar o modo
conjuntivo macedoénio
com o italiano (3 pt.)

Fig. 1 Curriculo geral de acordo com Silva et al. (2022: 7445)

com possiveis sub-mdédulos

Os sub-modulos aqui listados sdo exemplos ficticios que representam topi-
cos emergentes em uma base complementar de recursos educacionais aber-
tos (OER, cf. Silva et al., 2022: 7445s.). Como um espago aberto, esta sec¢ao
convida ao desenvolvimento de tarefas diversificadas em todas as areas te-
maticas imaginaveis. No entanto, dificilmente se pode afirmar que sempre é
possivel oferecer todas as atividades para todas as constelagdes linguisticas.
Em vez disso, esta parte fornece op¢des que se encaixam casualmente ou que
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se baseiam numa necessidade especifica de um grupo de estudantes. Vemos
trés possibilidades de integrar os sub-mddulos no curso principal:

(1) Sao oferecidas atividades alternativas em determinados momentos do
curriculo geral, substituindo as atividades gerais.

(2) Os modulos principais sdao obrigatdrios e existe uma sec¢do aberta na
qual outras atividades devem ser selecionadas para completar com éxito o
MOOC. Dado que o tamanho das tarefas nesta sec¢ao adicional pode variar
consideravelmente, um sistema de pontos que reflita a dimensao variada
das tarefas parece util. Assim, a obten¢do de um certo nimero de pontos
pode ser definida como um objetivo do MOOC.

(3) Apenas o curriculo geral é obrigatorio. Para as tarefas adicionalmente
completadas, pode ser feita uma nota sobre a extensao das atividades adi-
cionais em pontos de crédito ao certificar a conclusao bem-sucedida do
MOOC.!

Estas trés opg¢oes representam trés graus de comprometimento diferentes
para os participantes, mas acima de tudo também é necessario avaliar o pla-
neamento do MOOC. A op¢do (1) pressupde uma coordenacdo precisa das
atividades adicionais com o curriculo geral. A opgdo (2) presume a existéncia
de suficientes ofertas na parte aberta para atingir a pontuacao requerida. A
opc¢ao (3) evita esta dificuldade, mas ndo cria uma obrigacao direta para que
os estudantes se envolvam com as atividades suplementares.

Comum a todas as estratégias esta a orientacdo para o desiderato da mo-
dularizagdo em LMOOCs, conforme formulado por Colpaer (2014: 170): “Mo-
dularity means that we can try to conceptualize the LMOOC not only as an
entire course, but also as a set of concrete OER modules which can be easily
implemented in any other learning environment, with or without additional
face-to-face or classroom activities®”

3. Interagdo pessoal com estudantes nativos

A complexidade da comunicagdo num LMOOC contrapde-se a complexidade
de conteuidos desafiantes em outros MOOCs académicos. Com base em varias
teorias sobre a aquisicao de linguas, manifesta-se um ceticismo geral acerca
da aprendizagem digital de linguas estrangeiras sem a participac¢do ativa do
aprendente. Neste sentido, o estudo digital das linguas estrangeiras pode ser
visto ndo sé6 como um avango tecnolégico, mas também como uma regressao

1 A este problema pode contrapor-se uma competicdo em que os pontos sio utilizados como um si-
stema de recompensa no sentido da gamificacdo (cf. Abendroth-Timmer & Wolter, 2020: 187).
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aos métodos formalistas anteriores a orientacao comunicativa: “We can, and
should, allay the fears that MOOCs are merely a return to teacher-fronted,
‘drill and kill’ language instruction that cannot, by its very medium, be suc-
cessful at the task of teaching a language.” (Sokolik, 2014: 17). Isto deve-se a
natureza de um ‘curso massivo’ e a impossibilidade de proporcionar atencao
individual (cf. Teixeira & Mota, 2014: 36). Ndo apenas devido as especificida-
des da aprendizagem de linguas estrangeiras per se, mas também em razao
do conteudo centrado na comunicag¢do estudantil diaria, sugerimos o envol-
vimento de falantes nativos para encontros individuais.

Para as situagdes diarias durante a estadia estudantil, as tarefas sem inte-
racao pessoal nao conseguem cumprir integralmente as exigéncias interpes-
soais. Por este motivo, propomos a criagdo de um mdédulo dedicado, em par-
ticular, as competéncias em contextos sociais descritas por Silva et al. (2022:
7445). Neste ambito, pensamos na integracdo de estudantes nativos por
parte das universidades que acolham os novos estudantes. Isso ofereceria
aos estudantes, tanto aos destinatarios eslavo-falantes quanto aos falantes
nativos, cenarios de aprendizagem interpessoais, interculturais e auténticos.

Para modela-lo, mostramos alguns pontos nos quais estamos a pensar ao
postular as vantagens dum LMOOC com a exce¢ao de incluir uma parte inte-
grativa pela parte da universidade nos paises de destino.

* Tanto os aprendentes da lingua-alvo quanto os nativos teriam a possibili-
dade de desenvolver habilidades cognitivas e profissionais (neste contexto
académico) por meio dum intercambio de contetidos universitarios.

* Os participantes teriam a oportunidade de adquirir novas ligacdes com ou-
tras pessoas ainda desconhecidas, de conhecer novas culturas e aprender
coisas de natureza intercultural e comunicativa.

* Oferece-se a possibilidade de, pelo facto de haver contacto interpessoal,
trocar ideais em contextos sociais e intelectuais. Neste ambito pode-se pro-
mover a educacao de no¢oes democraticas, em conformidade com a sexta
competéncia postulada por Silva et al. (2022: 7445): “Expressing ones’ opi-
nion, adopting a point of view”.

Pelo facto de que todos os individuos precisarem de interagdes com pes-
soas diferentes para criar a sua propria identidade, com as suas nogdes, e
para socializar-se - neste caso, para preparar uma estadia estendida num
ambiente cultural diferente -, percebemos que a integracao de mais pessoas
- a fim de fomentar a interculturalidade - seria recomendavel. Podem-se es-
tabelecer situacoes de ensino mutuo, ndo so linguisticamente, mas também
social e culturalmente. Isso promoveria os objetivos do programa Erasmus+,
consolidando a interculturalidade, por um lado, e desenvolvendo habilidades
profissionais, por outro.

Ha de incluir na nossa proposicdo - a integracao de falantes nativos - as
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noc¢oes de expertas em didatica que tém achado conceg¢des para fomentar a
interculturalidade na aprendizagem de linguas. Quanto a interacao, Barcena
Madera e Martin-Monje (2014: 3) dizem: “However, given the intrinsically
social nature of verbal communication, negotiating meaning, engaging in
group work, providing mutual assistance, and constructing and sharing new
knowledge and skills collaboratively with others have all been widely prai-
sed”. Machein (2021: 131) descreve em particular as situagdes comunicati-
vas em contextos académicos: “Universitares Lehren und Lernen finden nicht
in einem neutralen Raum statt, in dem lediglich Inhalte verhandelt werden,
sondern die Interaktion ist durch institutionelle Vorgaben bestimmt, aber
auch durch die sprachlichen, fachlichen und kulturellen Voraussetzungen,
die Lehrende und Studierende mitbringen und die im Rahmen der Interna-
tionalisierung zunehmend vielfaltiger werden.”

A autora concretiza-o no seu mesmo contributo: “Wissenschaft ist trotz
ihres Objektivitats- und Universalitatsanspruch auch kulturgebunden” (Ma-
chein, 2021: 131). Este é o motivo pelo qual propomos criar uma atmosfera
de imersao na qual os estudantes possam compreender a ligacdo entre a
ciéncia e a cultura do pais para o que se dirigem. Em relacao a aprendizagem,
convém que os professores tenham um conhecimento mais profundo das si-
tuacdes de ensino (cf. Hofstede, Hofstede & Minkov, 2017: 369), e, portanto,
estamos a ponderar um apoio que beneficie ambas as partes, tanto os falan-
tes estrangeiros como os nativos. Mas o fator mais importante que preten-
demos aplicar a este contexto de criacao de um LMOOC é mencionado pelos
mesmos autores: “Elektronische Kommunikation erh6ht enorm die Menge
der fiir ihre Nutzer verfiligbaren Informationen, aber sie erhoht nicht deren
[...] Kapazitit, diese Informationen aufzunehmen, noch verandert sie deren
Wertesysteme.” (Hofstede et al., 2017: 366s.). Estes contributos fomentam
a impressao de que uma componente interpessoal nos LMOOCs deveria ser
integrada com o fim de ndo perder a possibilidade de treinar a intera¢do ao
usar os recursos linguisticos da lingua-alvo, ou seja um dos objetivos princi-
pais de ajudar os estudantes a preparar-se bem para a sua estadia estudantil
no estrangeiro.

Embora tal ideia de contactos individuais que propomos aqui contradiga a
natureza de um MOOC, vemos uma possibilidade no facto de nao se esperar
que os LMOOCs planeados tenham um ndmero enorme de varias centenas
ou mesmo milhares de participantes devido a sua especificidade linguistica
e tematica. No entanto, mesmo que o numero de participantes seja superior
a oferta disponivel, surge a possibilidade de um sub-mdédulo opcional, como
descrito anteriormente, no qual as interagdes apresentadas abaixo podem
ser realizadas para alguns dos participantes.

[sso significa o qué? Estamos a considerar uma estrutura que lhes permite
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realizar atividades concretas com o fim de uma aprendizagem de lingua mais
aprofundada. Isso pode ser alcancado através de uma componente interpes-
soal que promova o desenvolvimento individual, proporcionando muita pra-
tica na lingua. Além disso, os estudantes teriam a oportunidade de trabalhar
individualmente nas tarefas implementadas nos diferentes modulos.

Em primeiro lugar, eles podem escolher livremente entre os médulos nos
quais desejam trabalhar. Se optarem por incluir as componentes interpes-
soais, eles tém a liberdade de decidir trabalhar junto aos falantes nativos que
os poderiam auxilia-los. Ao mesmo tempo, beneficiariam deste intercambio
linguistico e intercultural. Esses encontros podem ser realizados por meio
de uso de um sistema Tandem na aprendizagem, levando em consideracdo a
organizacdo de todos os participantes e o planejamento horario individual.
Como essa sugestao faz parte de um esboco do LMOOC, esses encontros se-
riam planificados e realizados em linha. Apds apresentar esta proposta, acre-
ditamos que havera uma certa tendéncia a escolher um(a) parceiro(-a) com o
objetivo de encontrar outros estudantes que busquem essas vantagens para
o seu desenvolvimento.?

Quer dizer, por meio da participacao de falantes nativos e estudantes es-
trangeiros, um sub-modulo possivel complementaria os outros elementos
dos LMOOCs que tém como fim uma aprendizagem abrangente e auténtica.
Isso aborda as necessidades pessoais e exigéncias académicas, levando em
consideracao objetivos como o desenvolvimento das competéncias intercul-
turais.

4. Comparacado lexical na linguagem académica

Dentro das familias de linguas - ou seja, as linguas romanicas e eslavas con-
sideradas separadamente - é comum a intercompreensao (cf. p. ex. Pinho
& Andrade, 2011). Esta é uma estratégia que visa aproveitar a proximidade
estrutural entre as linguas, permitindo, em particular, a compreensao da lei-
tura de linguas que nao foram aprendidas de forma sistematica ou avanc¢ada.
Para além dos limites das familias de linguas genealogicamente estreitas,
houve somente poucas tentativas (cf. Koch, 2020: 120). No entanto, as lin-
guas eslavas e romanicas estao ligadas de uma forma que permite reconhecer

2 Ja que é somente uma coleg¢do de ideias, ndo ha resultados positivos ou negativos sobre essa maneira
de aprendizagem, num contexto como este. Como vantagem, vemos, em particular, as experiéncias
que possivelmente os estudantes de licenciatura em ensino de portugués lingua ndo materna (PLNM)
teriam no contacto com aprendentes de portugués. Conheceriam dificuldades no processo ensino-a-
prendizagem, e sobretudo adquiririam conhecimentos culturais em contextos auténticos sem estar
obrigados a ir ao estrangeiro. Os estudantes de mestrado poderiam aprofundar essas experiéncias
indo aos paises indiretamente conhecidos.
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um alto numero de cognatos. O potencial de intercompreensdao aumentara
quanto mais especifico for um texto em que podemos assumir uma termino-
logia técnica comum. Contudo, ao comparar a composicao dos vocabularios
romanicos e eslavos, destaca-se uma peculiaridade: nas linguas romanicas,
os registos cultos e técnicos tendem a apresentar semelhancas por razao do
intercambio cultural e académico permanente, enquanto o 1éxico basico tem
uma maior variacdo. No tronco eslavo, observamos o contrario: as linguas
sdo mais parecidas no 1éxico basico e menos na linguagem técnica (cf. Tafel et
al,, 2009: 43; Otten, 2014).3 Em parte, o menor grau de concordancia lexical
pode ser atribuido ao purismo linguistico, sobretudo em croata e esloveno,
mas também em checo. A consequéncia para a intercompreensao € que se
pode assumir uma menor uniformidade terminoldgica geral, mas deve-se
olhar mais de perto para as estruturas lexicais das linguas individuais.

Para promover a sensibiliza¢do linguistica, propomos, portanto, uma tarefa
de analise comparativa de vocabulario técnico utilizando um exemplo de
texto. Trata-se de um excerto de um texto académico da linguistica, e o obje-
tivo é identificar palavras que tenham semelhancas com a respetiva L1 (Fig.
2) - aqui baseado no projeto LMOOC4Slav, considerando o polaco, o checo e
0 macedonio.

Pesquise cognatos no texto seguinte.
(Os cognatos sdo palavras que tém uma origem etimolégica comum e sdo, na sua maioria,
semelhantes na forma. Muitas vezes, sdo empréstimos linguisticos.)

Vimos neste capitulo como as humanidades digitais se caracterizam por uma principal virtude:
sdo abertas. Abertas no sentido de serem acessiveis, discutiveis, colaborativas, democraticas.
Caracterizam-se também por uma imposicdo: sdo velozes. Os procedimentos mecanicos tém uma
velocidade intrinseca que é, a partida, incompativel com o ritmo pausado da interpretacdo, ou
exegese, método incontornével na construgdo de conhecimento em humanidades. Entrou também,
por conseguinte, na agenda das humanidades digitais a reflexdo sobre novos métodos, adaptados
a tecnologia, ou transformadores da mesma. Também se revisitam velhos temas, convertidos em
topicos atuais pela sociedade de informacdo: oposi¢do entre técnica e conhecimento, diferenca
entre lingua natural e lingua artificial, relagdo entre texto e gramatica.

(Fonte do texto: Marquilhas & Hendrickx 2016: 275)

Fig. 2 Tarefa de intercompreensdo e andlise lexical

Usando um procedimento de pesquisa de cognatos semi-automatica, é pos-
sivel identificar diversos lexemas.* A Fig. 3 apresenta o texto com lexemas
que se revelam semelhantes ou estreitamente relacionados.

3 Isto dd a impressio de que a harmonizagio se apresenta apenas na linguagem técnica e nao se aplica
a0 léxico geral, como postula Cabré (1999: 200).

* Principalmente, utilizdmos este método - em qualquer constela¢do linguistica - no contexto das
linguas de heranca para descobrir relacdes estruturais em francés como lingua-alvo (cf. Koch, 2022;
Koch, 2024).
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]

0 1 2 3 4 5 6 78 9 10 1 12

PT Vimos neste capitulo como as humanidades digitais  se caracterizam por uma principal
PL widzie¢ (kapitel) nauki humanistyczne charakteryzowac
CS vidét kapitola humanitni védy digitalni (charakterizovat) (principialni)
MK BUOH XYMAHUCTHYKHTC HAY KU JUTHTAJICH KapakTepusupa (npuﬂuunueneﬂ)
2]
13 14 15 16 17 18 19 20 21 2 23 24
PT virtude: sdo abertas. Abertas no sentido de serem acessiveis, discutiveis,  colaborativas, democraticas.
PL sens dyskusyjny  (kolaboracyjny)demokratyczny
CS diskutabilni  (kolaborantstvi) demokraticky
MK JTHCKY TAOMJICH KOJIAOOPATHBCH JICMOKPATCKH
131
25 26 27 28 29 30 31 32 33 34 35 36 37
PT Caracterizam-  se também por uma imposi¢do: sdo velozes. Os procedimentos mecanicos tém uma velocidade
PL charakteryzowac procedura mechaniczny
CS (charakterizovat) (procedura)  mechanicky
MK kapaxkTepu3upa (mponeaypa) MEXaHHYKH
[4]
38 39 40 4142 43 44 45 46 47 48 49 50 51 52 53
PT intrinseca que ¢, a partida, incompativel com o ritmo  pausado da interpretagdo, ou exegese, método
PL niekompatybilny (rytm) (pauzowal) interpretacja egzegeza metoda
CS nekompatibilni (rytmus) interpretace exegeze metoda
MK HEKOMITATHOWJICH (putam) (may3upaH)  (MHTCPHpETANMja)  €r3eresa MeTox
151
54 55 56 57 58 59 60 61 62 63 64
PT incontornavel na construgdo de conhecimento em humanidades. Entrou também, por conseguinte, na
PL konstrukcja nauki humanistyczne
CS (konstrukce) humanitni védy
MK (KOHCTPYKIHja) XyMAHHCTHYKHTE HAYKH
[6]
65 66 67 68 69 70 71 2 3 74 75 76 77
PT agenda das humanidades digitais  a reflexdo  sobre novos métodos, adaptados  a tecnologia. ou
PL agenda nauki humanistyczne refleksja nowy metoda (adaptowany) technologia
CS agenda humanitni védy digitalni reflexe novy metoda (adaptovany) technologie
MK areHaa XYMAHHCTHYKHTE HAy KM JUTHTAICH pediekcuja HOB  METOA  aJanTHPaH TEXHOIIOTHja
171
78 79 80 81 82 83 84 85 86 87 88 89 90 91
PT transformadores da mesma. Também se revisitam velhos temas, convertidos em topicos atuais  pela sociedade
PL (transformatywny) temat (konwertowany) aktualny
CS transformacni téma (konvertovany) aktualni
MK TpaHC()OPMATHBCH TCMAa  KOHBCPTHPAH AKTYCJICH
18]
92 93 94 95 96 97 98 99 100 101 102 103 104 105 106
PT de informacdo: oposi¢do  entre técnica e conhecimento, diferenca entre lingua natural e lingua artificial, relagdo
PL  informacje opozycja technika naturalny relacja
CS informace  (opozice) technika (diference)
MK  mH(pOpMaumja (OIO3HLHja) TCXHHKA
191
107 108 109 110
PT entre texto e gramatica.
PL tekst  gramatyka
CS (relace) text gramatika
MK (penanuja) TEKCT  IpaMaTHka

Fig. 3 Analise de cognatos no exemplo, elaborado com o programa EXMARaLDA
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Para explicar a Fig. 3: As expressdes entre os parénteses sao aquelas que
presumivelmente ndo seriam utilizadas neste contexto. Elas sé aparecem
quando se procuram os lexemas isolados, e sdo tipicamente utilizadas de
forma diferente do que o contexto do exemplo permitiria. As formas elemen-
tares sao apresentadas aqui, ndo as formas corretas em relacdo ao texto, ou
seja, o masculino do singular para os substantivos e adjetivos e o infinitivo
para os verbos.® No que diz respeito a densidade dos cognatos, observamos
muitas coincidéncias com algumas divergéncias pontuais. Nao existem cog-
natos para digital em polaco, por exemplo, tal como nao existe um equiva-
lente formal para natural em checo.

Para a elaboracgao desta tarefa no MOOC, é concebivel que as palavras que
entram em questdo como cognatos sejam inicialmente selecionadas num
formato fechado. Em relacdo a pré-programacao, o feedback pode ser auto-
matico. Em alguns casos, podem surgir incertezas. Por exemplo, na sintese
listada, o verbo ver foi relacionado com formas eslavas, mas o verbo ser nao,
embora também existam raizes indo-europeias comuns aqui, mas sdao mais
dificeis de perceber sem uma explicacao adicional. Para tais casos de duvida,
seria apropriado utilizar um férum no qual os participantes possam trocar
ideias e fazer perguntas a um moderador. Além do exemplo fornecido, outros
textos da mesma area tematica e, obviamente, textos para outras disciplinas,
podem ser adequados como alternativas.

5. Ler e compreender os cdlculos na lingua estrangeira

A linguagem formal em matematica e em muitas outras ciéncias exatas é,
em grande medida, padronizada a nivel internacional. Isso facilita substan-
cialmente os estudos numa lingua estrangeira. No entanto, a verbalizacdo da
linguagem das férmulas representa um grande desafio, que comeca ja nas
operacgoOes aritméticas basicas e na necessidade de precisdo (cf. Schacht &
Guckelsberger, 2022: 20-23). O ensino de linguas estrangeiras normalmente
limita o estudo deste campo aos ndmeros cardinais e ordinais. Os operado-
res matematicos, porém, quase nunca sdo abordados nos cursos basicos. No
entanto, a comunicag¢do sobre calculos, que afeta tantas areas de estudo, nao
s6 é dificultada pela falta de conhecimentos linguisticos, como também é au-
mentada pela velocidade de articulacao, o que torna dificil a compreensao
tanto dos operadores como dos nimeros.

Eis 0 que um estudante de intercimbio da Maced6nia do Norte em Italia
poderia perguntar a si proprio: Come si dice ¥27=37? Sabera expressa-lo em

5 No caso do maceddnio, que ndo possui o infinitivo, a forma habitual de citagio é a 32 pessoa, singu-
lar do tempo presente.
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L1 (ky6en KopeH 00 dsaecem u cedym e mpu/kuben koren od dvaeset i sedum
e tri), e ao nivel B1 sera capaz de compreender a tradugao italiana: la radice
cubica di ventisette fa tre. Afinal, existe um cognato em cubico e apenas a pa-
lavra radice nao se pode derivar diretamente.

Para nos, esta parece ser uma area onde as lacunas lexicais sdo particular-
mente notoérias, mas podem ser reduzidas através de uma pratica focalizada.
Seguindo Biittner e Zakar (2014: 231s.), podemos dar uma visao geral para o

par de linguas maceddnio-italiano (Tab. 1).

Operacao

Macedonio

Italiano

5+3=8

neT U/miayc Tpu e (eJHaKBO Ha)
ocyM

cinque e/piu tre fa/uguale otto

4,1% + 2,2% = 6,3%

YeTUpHU 3allUPKa e/ieH OTCTO I1J1yC
AiBa 3allMpKa Ba OTCTO € €JHAKBO Ha
ecT 3allupKa Tpu OTCTO

quattro virgola uno per cento
piu due virgola due per cento
uguale sei virgola tre per cento

e Tpu

7-4=3 ce/lyM MHUHYC YeTHPH € TPU sette meno quattro fa tre

7-3=21 ceJlyM IO TPU Ce JIBaeceT U eJieH sette per tre fa ventuno

16:8=2 LIeCHaeceT JeJIeHO CO OCyM e JiBa sedici diviso otto fa due

2?2=4 JiBa Ha KBa/JpaT e eJHAKBO Ha due al quadrato fa quattro
4YeTUPH

23=8 JIBa HA CWJIA O, TPU € OCyM due alla potenza di tre fa otto

V4 =2 KBaJpaTeH KOPEeH O, YeTUPH € J[Ba la radice quadrata di quattro

fa due
V27=3 KyOeH KOpeH 0/, iBaeceT U CeiyM la radice cubica di ventisette

fa tre

Tab. 1 Operagdes matematicas em macedonio e italiano (baseado em Biittner & Zakar, 2014: 231s.)

A comparacgdo dos operadores mostra uma verbalizagdo analoga das opera-
cOes aritméticas basicas, e outros cognatos tornam-se visiveis. Para além de
peculiaridades pontuais, isso também se aplicaria as outras linguas eslavas
na comparac¢do romanico-eslava. Para ilustra-lo, apresentamos na Tab. 2 uma

visdo geral em cinco linguas com algumas unidades de comprimento.

Portugués Italiano Polaco Checo Macedodnio
ano-luz anno luce rok swietlny svételny rok CBETJIOCHA
roavHa
milha maritima / | miglio marittimo mila morska mortska mile Mopcka /

nautica / nautico HayTH4YKa MUJIja
quilémetro chilometro kilometr kilometr KUJIOMeTap
decametro decametro dekametr dekametr JekameTap

metro metro metr metr MeTap
decimetro decimetro decymetr decimetr JenuMeTap
centimetro centimetro centymetr centimetr LleHTUMeTap
milimetro millimetro milimetr milimetr MUJIMMETap

Tab. 2 Unidades de comprimento em compara¢do romanico-eslava
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Vemos que todas as linguas eram influenciadas pelo grego (direta ou indi-
retamente) e usam termos helénicos, mais precisamente morfemas para de-
senvolver equivaléncias no seu léxico respetivo. Isso, seguindo a teoria de Ca-
bré (1999), significa que também as linguas eslavas adaptaram o seu léxico
a nivel internacional, ndo a favor de termos eslavos. Assim como nas linguas
romanicas alguns termos eslavos entraram no léxico académico, nas trés lin-
guas eslavas o termo ano-luz é expresso por calques baseados em palavras
de origem eslava. No que se refere a comparacgao dos troncos linguisticos di-
ferentes, queremos acrescentar que as linguas romanicas formam composi-
¢Oes pbs-determinativas nestes casos como o polaco enquanto o macedoénio
e o0 checo usam estruturas de predeterminac¢ao. Ou seja, o polaco e as outras
linguas eslavas sdo menos similares neste aspeto.

Como atividade no LMOOC, propomos uma op¢ao para estudantes que li-
dam com calculos matematicos ou - num sentido mais amplo - com métodos
quantitativos. Esta atividade pode fornecer descri¢des linguisticas contrasti-
vas, que normalmente faltam nos manuais basicos (Tab. 3).

fattori primi.

fattore primo - npoct
MHOXHTEJ

Categoria Tarefa Vocabulario Solucdo esperada
Factoracdo de Scrivi la scomposizione | scomposizione - 2:2-2-3-3-3-3
inteiros del numero 648 in dakTopusanuja

simples

500 euro frutta un
interesse del 2%
all’anno, quale é
l'interesse dopo un
anno?

interesse — kamaTa

Calculo da area de Un quadrato ha un quadrato - kBajpaT 64 cm*
um quadrado lato di 8 cm. Quale é la | lato - cTpana

sua area? area - OBpIUKHA
Calculo do perimetro | Un rettangolo ha una rettangolo - 32 cm
de um retangulo lunghezza di 10 cm MPaBOATOJIHUK

e una larghezza di lunghezza - nomxuna

6 cm. Quale é il suo larghezza - mupuna

perimetro? perimetro - nepuMeTap
Calculo de juros Se un deposito di deposito - geno3uT 10 euro

Calculo de juros
compostos

Un deposito di

1000 euro frutta

un interesse del 3%
all’anno, calcola
l'ammontare totale
dopo 2 anni se
I'interesse é composto
annualmente.

ammontare totale -
BKYIIHa KOJIMYUHA
interesse composto -
CJIOKEeHa KaMarTa

1060,90 euro

Tab. 3 Exemplos de tarefas para calculos simples e intermédios em italiano L2 com macedénio L1
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O calculo como a¢do pratica pode ser facilmente ligado ao desenvolvimento
da compreensao e transferido para um formato de resposta automaticamente
verificavel. Enquanto os manuais comuns sé utilizam exercicios simples para
a pratica basica dos numeros, o LMOOC pode integrar estruturas matemati-
cas muito mais sofisticadas para um publico especializado. Para uma elabo-
racdo mais aprofundada, poderiam também ser tidas em conta abordagens
sensiveis a linguagem no dominio da didatica da matematica escolar (p. ex.
Cremonesi & Gritti, 2009).

Uma atencdo especial deve ser dada as formas de pratica multimédia com
foco na compreensao do oral, tendo em conta a dificuldade particular de com-
preender os numeros a velocidade de fala regular. Isto pode ser facilmente
implementado através de gravacdes audio no contexto de um MOOC (Tab. 4).

Tarefa Solucio esperada
([venti'duze] + «['se:i] = 28

«[tfin'’kwanta 'tfigkwe] - ([kwattorditfi] = 41

4[otto'tfento ottan'totto]: «['duze] = 444

{['sette 'me:no 'uno] = 6

4['tre alla po'tentsa di 'tre] = 27

Tab. 4 Exercicios de identificagdo acustica de numeros (L2 Italiano)

6. Conclusdo

Este contributo destina-se a fornecer um conjunto de ideias sobre o desenho
de um LMOOC académico. Defendemos em principio a abertura e diversidade
de atividades para representar as diferentes constelacdes linguisticas e dis-
ciplinas universitarias. As nossas sugestoes para envolver os estudantes das
linguas-alvo, para comparar o 1éxico em geral e para verbalizar os calculos ma-
tematicos em particular devem ser entendidas como primeiros esboc¢os. Para
chegar a aplicacao, € ainda necessario adaptar as condi¢des tecnoldgicas, bem
como ao esperado publico. Na nossa opinido, um LMOOC que afirma refletir
as necessidades de linguas estrangeiras no contexto dos intercambios Eras-
mus+ entre a Europa Oriental e Ocidental precisa de uma variedade de impul-
sos deste tipo, tanto de uma perspetiva didatica como da das varias areas de
estudo. O impulso de favorecer a individualizacdo no sentido pedagégico nao
é uma novidade (cf. p. ex. Langdon, 1973), mas neste contexto académico de
aprendentes de uma lingua, vemos a grande vantagem desse aspeto combi-
nando-o com os conteudos dos modulos para uma aprendizagem eficiente com
uma relacdo ao ambiente de vida de cada individuo.
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3. Dietro un LMOOC: problemi di progettazione e
possibili soluzioni

Matteo La Grassa

Abstract: The permanence of LMOOCs (Language Massive Open Online Courses) focused
on teaching Italian language and culture within the survey of e-learning experiences,
by definition rapidly changing and heterogeneous, is an indication not only of the strong
attractiveness of Italian language and culture, but also of the validity of the theoretical and
psycho-pedagogical framework on which they are based and which makes them training
proposals not comparable at all to the many others that are carried out without adequate
theoretical and methodological thought. The didactic proposal of these LMOOCs, supported
by the success that for some years it has now collected both thanks to the number of members
and the level of approval, is therefore still worthy of consideration.

This paper deals with the conceptual schemes, methodological choices and applications that
supported the first LMOOCs for the teaching of Italian language and culture (Introduction
to Italian) carried out by a research unit operating within the University for Foreigners of
Siena.

In the design phase, it was necessary to address new issues, never previously raised in the
implementation of the normal online language courses: in particular, the impossibility of
carrying out a precise analysis of the needs of the hypothetical students because, being them
enrolled in these courses in the order of thousands, there is no chance of identifying them
as specific target groups. The article focuses on some aspects of the implementation phase,
inspired by an operational model that considers the text as the central element from which
all the activities aimed at developing linguistic and communicative skills are proposed.
Finally, an attempt is made to make proposals for improvement on the two main problems
encountered, namely the type of approach to be adopted in the phase of metalinguistic

reflection and the development of oral interaction.

Keywords: LMOOC; Design; Needs Analysis; Operational Models.

1. Introduzione

In questo contributo vengono presentate alcune questioni relative alla pro-
gettazione di un LMOOC, facendo riferimento nello specifico al primo e
piu frequentato corso di italiano L2 - Introduction to Italian - che & stato
realizzato dall’'Universita per Stranieri di Siena. Questo LMOOC ¢ servito suc-
cessivamente da modello anche per altri corsi online incentrati su linguaggi
settoriali, come quelli realizzati sulla piattaforma FutureLearn per l'italiano e
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'inglese accademico e confluiti nel progetto MoveME (Troncarelli, 2018) che
ha visto sempre come capofila 'Universita per Stranieri di Siena®.

Il presente contributo non si basa su vere e proprie domande di ricerca, ma
intende piuttosto illustrare le principali questioni che sono emerse nella fase
di progettazione del corso e le criticita che sono state rilevate anche tenendo
conto dei questionari di valutazione degli studenti. Sulla base di quanto
emerso, infine, verranno suggeriti alcuni accorgimenti da adottare per una
piu efficace didattica erogata tramite LMOOC.

2. Definire e gestire il pubblico di un LMOOC

Per inquadrare meglio la questione é innanzitutto opportuno partire dalla
definizione di MOOC il cui acronimo, come € noto, si scioglie in Massive Open
Online Course. Un MOOC, pertanto, ¢ ancora oggi tale se si rivolge a un numero
massivo di studenti e se riesce a intercettarlo. Pertanto, a differenza di molti
altri corsi di lingua online, a tutti gli effetti Introduction to Italian € piena-
mente un LMOOC perché nelle sue varie edizioni ha toccato punte di 50.000
iscritti?. Strettamente legata alla numerosita degli studenti e poi la modalita
di frequenza del corso che pud essere poco costante, alternando picchi di
presenza a cali repentini (Villarini, 2020), e che puod iniziare in momenti di-
versi e non prevedibili proprio perché, trattandosi di una offerta Open, i con-
tenuti vengono organizzati nella piattaforma e messi a disposizione senza
restrizioni di tempo.

L'alto numero degli studenti e la forte oscillazione delle presenze deter-
mina la prima e piu importante questione da risolvere, ovvero la scelta del
pubblico di riferimento. Quando si progetta un corso (online o in presenza),
e indispensabile innanzitutto svolgere una analisi dei bisogni che puo preve-
dere diversi livelli di dettaglio (Tarone & Yule, 1989); si trattera dunque di
individuare il pubblico a cui indirizzare il corso e tracciarne un profilo con
caratteristiche definite per eta, motivazione, lingue conosciute e studiate in
precedenza, e soprattutto saperne rilevare le competenze linguistico-comu-
nicative in entrata. Relativamente a questo ultimo aspetto, il buon esito della
proposta formativa e strettamente correlato alla possibilita di entrare in con-
tatto direttamente con gli studenti che poi formeranno le classi dei corsi. E

1 Al progetto hanno collaborato la National University of Ireland di Galway, la britannica Open Uni-
versity, il Computer Technology Institute and Press “Diophantus” di Patrasso, I'Institutul de Stiinte Ale
Educatiei di Bucarest e la Federazione Nazionale Insegnanti Centro di iniziativa per 'Europa con sede
a Napoli.

2 Questo numero come €& ormai ampiamente documentato dalle indagini sui MOOC, va tuttavia lar-
gamente ridimensionato se e vero che solo il 10% circa conclude I'intero percorso formativo. Tale fi-
siologica riduzione dei partecipanti non cambia il fatto che i numeri di un LMOOC sono incomparabil-
mente piu alti rispetto a quelli di qualsiasi altro corso di lingua.
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raro il caso di studenti frequentino un corso di un livello inadeguato al loro,
dal momento che avranno avuto la possibilita di testare in anticipo le proprie
competenze mediante prove di ingresso sviluppate dallo stesso ente che of-
fre il corso.

Al contrario, nel caso degli LMOOC, per i motivi che sono stati indicati, non
sara possibile svolgere nessuno di questi passaggi. Anche la distribuzione di
un questionario in formato elettronico, pure tecnicamente realizzabile, in re-
alta non garantirebbe la corrispondenza dei dati restituiti con gli studenti
effettivamente frequentanti. La progettazione di un LMOOC deve giocoforza
seguire una logica diversa e non puo basarsi sulla puntuale definizione di
uno specifico pubblico di apprendenti. Sara tuttavia opportuno elaborarlo
considerando almeno alcune caratteristiche del pubblico destinatario. Nel
caso di Introduction to Italian preso in esame in questo contributo, I'unica
scelta che e sembrata possibile e stata quella di fare una selezione per liv-
ello di competenza; gli apprendenti considerati sono stati quelli di livello el-
ementare (Pre A1-Al)secondo i descrittori del Volume Complementare (Con-
siglio d’Europa, 2020). Nello specifico la scelta e stata dettata dalla volonta di
raggiungere il maggior numero di apprendenti possibile, considerando che
la gran parte degli apprendenti di italiano all’estero € di livello elementare
(Cocciaetal, 2021); in questo modo si e ottenuto anche un altro risultato, ov-
vero quello di dare visibilita all’ente che eroga il corso, scopo questo normal-
mente perseguito dalle universita che investono nella realizzazione di MOOC
di varie discipline.

Con riferimento ai domini in cui si inseriscono i contenuti presentati, la
scelta che e sembrata piu opportuna e stata quella di limitarli alle macroa-
ree di comunicazione personale e pubblico secondo la categorizzazione del
Quadro Comune Europeo (Consiglio d’Europa, 2002), all'interno delle quali
si realizza la comunicazione quotidiana non specialistica, evitando invece di
considerare i domini educativo e professionale.

A differenza degli altri corsi in presenza e online, pero, anche con riferi-
mento al livello di competenza il pubblico destinatario non e controllabile.
Trattandosi per definizione di un corso aperto a tutti, chiunque puo decid-
ere di accedere e partecipare al corso, per un periodo piu o0 meno lungo. La
partecipazione, infatti, & stata una scelta che studenti con livelli anche molto
diversi hanno preso autonomamente in base a valutazioni personali e non e
stata scoraggiata in alcun modo dall’ente formativo. Né, del resto, si sarebbe
potuto agire in modo diverso senza negare I’elemento costitutivo dell’aper-
tura (Open, nell’acronimo) che caratterizza tutti i MOOC. Nel caso di Intro-
duction to Italian, avere realizzato contenuti rivolti ad apprendenti di livello
elementare non ha impedito quindi a studenti con livelli molto piu elevati di
partecipare al corso. Hanno partecipato addirittura studenti madrelingua o
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quasi nativi che, senza nessuna richiesta da parte degli organizzatori, in di-
verse occasioni hanno assunto volontariamente ruoli simili a quelli del tutor.

Considerati gli alti numeri, chi frequenta un LMOOC costituisce di fatto
quasi inevitabilmente un gruppo ad abilita parzialmente differenziate (Ur,
1996; Salli-Copur, 2005; Caon & Tanioli, 2016) in cui gli studenti si distin-
guono per competenze di partenza, stili di apprendimento, motivazione
e tutto “quello che succede nella mente di chi apprende” (Villarini, 2021:
133) che caratterizza il processo di acquisizione di una lingua. Tuttavia in
un LMOOC non e possibile mettere in atto le stesse azioni che si potrebbero
adottare in classi ad abilita miste frequenti nei contesti in presenza. Pertanto,
a causa del numero di studenti estremamente elevato, non si potra agire con
lo stesso grado di liberta sulla differenziazione degli obiettivi e sui contenuti
dello scaffolding da fornire a studenti con caratteristiche diverse, né si pot-
ranno proporre attivita di tipo collaborativo da svolgere all'interno di gruppi
eterogenei la cui composizione sia determinata all’inizio e resti la stessa per
tutta la durata dell’attivita. Inoltre, come si e detto, la frequenza ai LMOOC e
caratterizzata da un andamento incostante che di fatto scoraggia la proposta
di attivita strutturate in forma rigida o comunque con date di inizio e fine
prestabilite.

La soluzione identificata per potere gestire efficacemente le differenze nel
livello di competenza degli studenti, di fatto inevitabili considerato il loro el-
evato numero e la possibilita di iscriversi senza nessun controllo in entrata,
e stata quella di dare la possibilita di fruire dei contenuti a livelli diversi di
complessita. In Introduction to Italian lo studente, infatti, oltre a vedere il
testo input (sempre un testo audiovisivo), puo attivare diversi strumenti che
ne facilitano la comprensione: i sottotitoli in italiano; i sottotitoli in inglese;
I'intero transcript del testo sia in italiano che in inglese. Ha inoltre la pos-
sibilita di rallentare la velocita d’eloquio del video e, ovviamente, quella di
rivederlo per un numero indefinito di volte. E importante sottolineare che
questi strumenti sono liberamente accessibili agli studenti che possono
scegliere di utilizzarli o meno a seconda delle loro competenze. Si e cercato
dunque di rendere I'input comprensibile e motivante, caratterizzandolo con
un livello di difficolta variabile e gestibile autonomamente dallo studente in
un’ottica pienamente student centred: il tutor, infatti, puo consigliare una mo-
dalita di fruizione dei testi, senza tuttavia renderla obbligatoria; lo studente
risulta maggiormente responsabile del proprio processo di apprendimento,
acquisendo un maggior grado di autonomia e seguendo percorsi meno etero-
diretti.

Non é stata realizzata, pertanto, una differenziazione dell’input in un’ot-
tica di semplificazione intervenendo direttamente sulla struttura del testo
- azione che sarebbe risultata difficilmente realizzabile e di dubbia efficacia
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-, ma si e garantita una diversa possibilita di fruizione del testo stesso in-
tercettando cosi i bisogni di studenti con livelli di competenza diversi. Ov-
viamente si fa riferimento alle differenze che possono essere presenti, co-
munque, all'interno del livello Elementare A, per esempio quelle esistenti tra
studenti di livello compresi dal Pre A1 a A2.

Introduction to Italian prevede, inoltre, una progressione dei contenuti trat-
tati. Tuttavia, considerato il numero di studenti e la loro incostante modalita
di frequenza, si e stabilito di rendere da subito accessibili tutte le settimane
del corso. In questo modo gli studenti che, come si e detto, formano di fatto
un gruppo ad abilita differenziate, hanno potuto scegliere autonomamente di
seguire uno o piu segmenti del corso anche in maniera non sequenziale, dal
momento che la frequenza della settimana precedente non € stata una

3. Il modello operativo e i microtask

La scelta del modello operativo a cui fare riferimento & un aspetto di fon-
damentale importanza da prendere in considerazione durante la progettazi-
one del corso. Con modello operativo si intende la struttura che fornisce le
indicazioni per organizzare in concreto i contenuti e le azioni caratterizzanti
il percorso di insegnamento linguistico. Scegliere un corretto modello rap-
presenta dunque una scelta metodologica che porta con sé evidenti ricadute
applicative. Con riferimento alla didattica dell’italiano L2, il dibattito sui vari
modelli operativi e soprattutto sulla loro adeguatezza ai vari contesti di ap-
prendimento é stato molto vivace®. A partire dall’Unita Didattica (Freddi,
1999) e stato successivamente elaborato un modello definito Unita di Ac-
quisizione (Balboni, 2015) che include le fasi di globalita, analisi e sintesi,
riflessione. Come € noto, questi tre momenti ripropongono, declinandolo in
termini glottodidattici, quanto sostenuto dalle teorie dell’apprendimento,
con particolare riferimento alla percezione dell'input che verrebbe percepito
in maniera globale, principalmente dall’emisfero destro del cervello, e solo
successivamente processato in forma piu analitica, principalmente dall’emis-
fero sinistro. Con specifico riferimento all’apprendimento linguistico, questa
teoria trova ulteriore sostegno nei principi neurolinguistici della bimodalita
e direzionalita (Danesi, 2015).

In quanto modello operativo fondato sui principi teorici a cui si € appena ac-

3 Delresto, se si considera la complessita del quadro in cui si realizza il processo di apprendimento/
insegnamento linguistico, dei fattori in campo e delle caratteristiche dei partecipanti a tale processo,
nonché la variabilita nel tempo di questi fattori (si pensi, ad esempio, ai cambiamenti avvenuti nell'am-
bito dei metodi glottodidattici) € comprensibile come negli anni siano stati elaborati e descritti diversi
modelli operativi. Con specifico riferimento ad alcuni contesti di apprendimento online si parla recen-
temente di Unita Didattica Digitale (La Grassa, 2021a).
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cennato, I'Unita di Acquisizione dovrebbe essere la cornice entro cui mettere
in atto azioni glottodidattiche coerenti con questi principi*: I'input linguis-
tico, dunque, dovrebbe essere presentato in forma contestualizzata, essere
proposto per una comprensione prima in forma globale e successivamente in
forma analitica; in una fase seguente, dovrebbero essere incluse le attivita di
analisi degli aspetti sociopragmatici, linguistici e culturali individuati come
gli obiettivi da apprendere.

La scelta del modello operativo e ugualmente importante quando si elab-
orano corsi di lingua online. In questo caso, pero, non sara possibile ricopi-
are pedissequamente un modello pensato per la didattica in presenza. Cosi
come € evidente che devono essere differenti gli approcci metodologici tra
la didattica in presenza e quella a distanza, allo stesso modo anche i modelli
operativi non appaiono replicabili nei due diversi contesti.

Per quanto riguarda i corsi di lingua online di tipo formale, una proposta
che si e dimostrata particolarmente efficace € quella elaborata da Troncar-
elli (2011). Per un corso, diviso in Unita, 'autrice propone una integrazione
di due tipi di progettazione diversa: quella basata su obiettivi, raggiungibili
mediante attivita didattiche da svolgere prevalentemente in autoappren-
dimento soggette a una valutazione, e quella basata su compiti®, attivita da
svolgere invece in forma collaborativa focalizzate su uno scopo comunicativo
che hanno come esito, generalmente, un elaborato sviluppato da gruppi e
sottogruppi di studenti.

E fondamentale notare che la progettazione di corsi di lingua, secondo questo
modello, intende perseguire scopi comunicativi a partire da una idea di lingua
intesa principalmente come strumento di comunicazione. Il modello si con-
trappone fortemente a una opinione ancora oggi piuttosto diffusa secondo cui
in un ambiente e-learning e possibile sostanzialmente realizzare solo un repos-
itory di materiali; al contrario la programmazione di un corso deve prevedere
forme di interazione tra gli studenti, prevalentemente in modalita asincrona e
in forma scritta, senza escludere (se e quando possibile), l'interazione sincrona
e in forma orale. Cio premesso, va comunque detto che la validita del modello e
fortemente legata alla tipologia di corsi per cui e stato pensato: si tratta infatti
di corsi implementati su una piattaforma e-learning (LMS - Learning Manage-
ment System) che prevedono la creazione di gruppi classe (10-12 studenti), una
articolazione temporale scandita in settimane, una scadenza definita per la du-

* Non si fa riferimento qui alle metodologie che, sebbene siano senz’altro correlate con il modello

operativo adottato, possono variare a seconda delle scelte del docente.

5 Ai fini di questo lavoro, non é rilevante discutere sui vantaggi, le criticita e le modalita di realizzazi-
one della didattica basata su compiti, temi su cui, del resto, la letteratura & ormai consistente. Per la
descrizione delle caratteristiche di un task e per le sue possibili applicazioni in classe si vedano princi-
palmente Skehan (1988) e Willis e Willis (2007). Per esperienze task-based per la didattica dell’italia-
no L2 rimandiamo, tra gli altri, a Paternostro e Pellitteri (2014).
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rata e la consegna delle attivita, un tutoraggio (anche con incontri in video con-
ferenza) che prosegue per tutta la durata del corso. Con riferimento alla parte
del modello che trae ispirazione dalla progettazione per obiettivi, la proposta
di Troncarelli riprende e adatta al contesto e-learning un impianto gia noto
alla didattica delle lingue in presenza prevedendo, infatti, una presentazione
contestualizzata di un testo input su cui sono incentrate diverse attivita, sia di
comprensione globale e analitica, sia di riflessione su aspetti pragmatici, fo-
netici, morfosintattici, lessicali e testuali. Tutte le attivita sono articolate in un
percorso che idealmente dovrebbe svolgersi in maniera sequenziale®. Degno
di nota ci sembra il tentativo di sviluppare task da svolgere in forma collabo-
rativa, sulla base dei principi costruttivisti e connettivisti (Downes, 2007) sec-
ondo cui I'apprendimento, per essere efficace e significativo, deve tradursi in
un processo che richiede la collaborazione attiva dei membri della comunita di
apprendimento.

I LMOOC, come si e detto, ha introdotto pero altri elementi di novita nel
panorama della didattica delle lingue online, soprattutto relativamente al nu-
mero di studenti e alla loro modalita di frequenza del corso non inquadrabile
in schemi fissi. Inoltre, per inevitabile ricaduta di questi aspetti, la possibilita
di prevedere interazioni sincrone risulta praticamente nulla’. Questi tratti
differenziali rispetto agli altri corsi online® hanno reso necessarie alcune
modifiche rispetto al modello sopra illustrato, in primo luogo per la diversa
progettazione dei task.

Un task comunemente inteso, con una fase introduttiva, di svolgimento e
di controllo, che prevedesse una collaborazione prolungata nel tempo, non
poteva infatti essere realizzabile; la soluzione sperimentata e stata pertanto
quella di proporre task molto piu brevi simili a quelli realizzati in esperienze
di microlearning, focalizzati sulle funzioni comunicative, da cui potessero
scaturire anche delle interazioni tra pari di tipo non guidato.

Per svolgere i compiti previsti in Introduction to Italian non si richiede la
realizzazione di un elaborato comune, ma lo svolgimento individuale di una
attivita, da condividere pero con gli altri partecipanti su uno specifico forum.
Questa condivisione, poi, in maniera non prevedibile in anticipo, potra gen-
erare scambi comunicativi che si attivano per motivi diversi. Nell’esempio in
figura 1 il motivo e dato da una esplicita richiesta di supporto.

¢ A conferma di tale impostazione, si consideri che nelle pagine dell'ambiente in cui questo modello &
stato applicato si trovano indicazioni come “prima di svolgere I'attivita, leggi la scheda” oppure “ti con-
sigliamo di...". Tali specificazioni sono necessarie perché, in effetti, 'apprendente avra la possibilita di
seguire anche strade alternative con molta piu facilita rispetto a quanto potrebbe avvenire in presenza.
7 Questo e del resto confermato anche dall’allestimento delle piattaforme in cui finora vengono real-
izzati i MOOC. Qui gli strumenti di interazione sono di fatto soltanto i forum, per definizione strumenti
di comunicazione asincrona e prevalentemente scritta.

8 Per una analisi puntuale degli elementi che differenziano corsi online su LMS e LMOOC si rimanda
a La Grassa (2020).
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Ausra Follow 19 OCT 2016

Ciao a tutti! How do you say British? Does inglese mean English or British? | am
British but not English : ) Help! : ) Grazie mille xx

Z% Pin Q Like & Reply [\ Bookmark [< Report

Lynda Follow 19 OCT 2016

sei brittanico, scozzese o gallese o forse irlandese.

Q Like1 <N Reply [ Bookmark [< Report

E Ausra Follow 19 OCT 2016

Gosh, you are good , Lyndal! : ) Grazie infinite! x

Fig. 1 Interazioni mistilingue in un task

In questo caso, una apprendente che sta cercando di realizzare il compito
assegnato (una breve presentazione personale), chiede esplicitamente un
supporto linguistico a cui risponde una studentessa con ogni probabilita piu
competente. E interessante notare che le interazioni possono avvenire anche
in forma mistilingue, quindi lo scambio non viene inibito anche se gli inter-
locutori non hanno la capacita di gestirlo pienamente in lingua italiana.

Oltre alla diversa struttura che assumono i task, un altro elemento che dif-
ferenzia il modello operativo individuato per Introduction to Italian e stata
la creazione di brevi Unita di Apprendimento autoconsistenti e incentrate su
un unico testo. All'interno di ciascuna settimana di corso erano presenti tre
unita che, a partire da un testo input audiovisivo, dopo le attivita di compren-
sione, proponevano I'approfondimento su aspetti linguistici e comunicativi.
Inoltre, per ciascuno degli aspetti trattati sono stati aperti forum specifici con
I'intento di moltiplicare le occasioni di interazione e non limitarle soltanto a
quelle generate a seguito della condivisione del task.

4. Due elementi di criticita: la riflessione metalinguistica e I'interazione
orale

Introduction to Italian, dunque, non é stato progettato e sviluppato come
un insieme di attivita esercitative, ma é stato improntato su “un approccio
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orientato all’azione” (Consiglio d’Europa, 2002: 11), che vede la lingua, in
primo luogo, come strumento di comunicazione. Da qui la posizione di primo
piano attribuita alla comunicazione, con la presentazione, la riflessione e il
riutilizzo delle funzioni comunicative, 'interazione sostenuta nei forum, la
richiesta di svolgimento di microtask.

Cio premesso, tuttavia, va detto che anche la riflessione metalinguistica ha
assunto un peso consistente e ciascun video di tutte le settimane prevede un
focus su aspetti grammaticali e aspetti lessicali. Una questione che gli autori di
Introduction to Italian si sono posti e stata ovviamente relativa all’approccio
da adottare in fase di riflessione metalinguistica. E emersa infatti una netta
cesura tra il tipo di approccio, induttivo, che puo essere adottato nei contesti
di didattica in presenza e I'approccio realizzabile in modalita e-learning e,
nello specifico, nei LMOOC. Un approccio induttivo prevede, semplificando
molto: 'osservazione di elementi linguistici a partire da un testo; 'elicitazi-
one di ipotesi sui meccanismi linguistici e sulle regole di funzionamento; il
confronto tra pari su tali ipotesi con un continuo ritorno al testo; il confronto
in plenum e con il docente che portera alla conferma di tale regola. Nella di-
dattica d’aula, grazie alla formazione di un gruppo classe e alla compresenza
degli studenti in uno stesso luogo, tale approccio & pienamente realizzabile;
se ne ha diretta conferma analizzando i manuali di italiano L2 che, come af-
ferma Troncarelli (2016: 12): “propongono percorsi diriflessione sulla lingua
in larga parte adeguati riguardo al momento in cui soffermarsi sulle forme
linguistiche, al tipo di attivita tramite cui lo studente e guidato alla scoperta
del funzionamento e del valore delle strutture”.

La sincronicita da un lato e la presenza del gruppo classe dall’altro, tuttavia,
sono due variabili assenti nella didattica online e soprattutto nei LMOOC in
cui, proprio per la partecipazione di migliaia di studenti (La Grassa & Villar-
ini, 2023: 264): “teaching a large number of students is possible as long as we
completely abandon the idea of the traditional class and the opportunities it
provides for communicative exchange”. Questo ha portato necessariamente a
trattare la riflessione metalinguistica in maniera non comparabile con le mo-
dalita adottate in presenza, avvicinando I'approccio adottato a un approccio
deduttivo in cui il ruolo dello studente e solo parzialmente attivo e, in parte,
vengono riproposti modelli della tradizione formalistica.

A titolo di esempio vengono presentate le fasi per la riflessione del verbo
‘essere’ introdotto nella prima settimana del corso. In un video il docente pre-
senta forma e funzione del verbo, facendo puntuale riferimento alle espres-
sioni del testo input che e gia stato ascoltato. La forma oggetto di riflessione
viene evidenziata e richiamata con la precisa citazione degli esempi. Succes-
sivamente si procede con la presentazione della funzione del verbo essere
(utilizzato con la funzione di ‘presentarsi’) e con I'esposizione delle forme del
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presente indicativo. Queste vengono nominate una per una, in modo da riem-
pire via via lo schema della coniugazione (cfr. fig. 2). Dopo questa presentazi-
one, lo studente viene invitato a svolgere gli esercizi scritti di reimpiego.

ESSERE (to be)

1 lo (1) sono
2 |Tu(You) sei
3 |Lui (He) / Lei (She) e

1 |Noi (We)

2 | Voi (You)

3 Loro (They)

Fig. 2 Riflessione metalinguistica tramite video

Nella modalita di presentazione della grammatica, ricorsiva in tutte le setti-
mane di Introduction to Italian, si identificano i seguenti elementi: viene data
centralita al testo dove sono presenti piu esempi delle strutture oggetto di
analisi; la fase di analisi precede la fase di reimpiego; il percorso e suggerito
ma non obbligatorio, per cui lo studente potrebbe anche svolgere il percorso
in senso inverso.

Per quanto questa modalita di riflessione sia stata apprezzata dagli stu-
denti frequentanti (Villarini, 2017), non e possibile affermare che sia stato
adottato un approccio realmente induttivo. Le forme grammaticali vengono
infatti presentate mediante brevi video che forniscono spiegazioni su funzi-
oni e forme delle strutture linguistiche che poi vengono riutilizzate in sempl-
ici esercizi. Le fasi a cui si &€ accennato (ritorno al testo input, elicitazione di
ipotesi, confronto ecc.) e che, si ritiene, rappresentano passaggi ineliminabili
se si intende adottare un approccio induttivo che attribuisca allo studente un
ruolo attivo nella scoperta dei meccanismi e delle regole linguistiche, sono
invece assenti. L'assenza di tali fasi non e stata determinata da una scelta
teorica e metodologica di fondo®, ma dalla struttura del corso stesso che pre-

9 Al contrario, dal momento che chi scrive ha partecipato anche alla realizzazione di Introduction to
Italian, si puo con sicurezza affermare che i vantaggi di un approccio induttivo erano condivisi tra gli
autori del corso.
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vede una interazione per la quasi totalita realizzata in forma scritta e soprat-
tutto asincrona.

Anche per le modalita proposte per favorire la riflessione metalinguistica
il modello da seguire nei LMOOC non potra essere quello della didattica in
presenza, soprattutto perché la variabile della asincronia e quindi I'assenza
nello stesso momento della comunita di apprendimento - ovvero gli appren-
denti che scoprono i meccanismi linguistici e il docente che fornisce sup-
porto, coordina le attivita, conferma o corregge le ipotesi fatte - implica di
fatto la riduzione di una interazione funzionale alla realizzazione di un ap-
proccio induttivo.

Un altro elemento di differenziazione tra un LMOOC e qualsiasi altra
proposta di didattica delle lingue, e il livello di interazione orale che, ad oggi,
e ancora piuttosto modesto per lo stesso motivo che e stato segnalato, ovvero
la dimensione asincrona che caratterizza in maniera pit 0 meno marcata
qualsiasi proposta di didattica online. Non si tratta pertanto di una criticita
che possa essere risolta con strumenti di webconferencing piu efficienti'’, ma
di un elemento costitutivo della didattica a distanza e ancor piu dei LMOOC.
In corsi online con piccoli numeri di apprendenti c’e la possibilita di organ-
izzare eventi di interazione sincrona sul modello, per esempio, dei corsi OLS
(Online Linguistic Support) per studenti gli Erasmus. Una sezione di tali
corsi, infatti, & costituita da incontri sincroni in videoconferenza della durata
di 30 minuti ciascuno. La possibilita di partecipazione a questi incontri e di-
rettamente proporzionale al periodo di studio che si svolgera nel paese di
arrivo. Un periodo di due settimane di permanenza da diritto a partecipare a
un incontro. Gli incontri sono gestiti da un tutor madrelingua e prevedono la
partecipazione di un massimo di 6 studenti.

E evidente che la variabile della numerosita degli studenti ha un peso diri-
mente: con numeri massivi la realizzazione di incontri sincroni di Live coach-
ing, non e di fatto realizzabile. Questa, per altro, ci sembra la criticita princi-
pale su cui riflettere e che rischia di mettere in dubbio la stessa efficacia dei
LMOOC nello sviluppare le competenze linguistico-comunicative: chi sceglie
di apprendere una lingua puo avere le motivazioni piu varie ma, a prescin-
dere da queste, intende comunicare per lo piu oralmente con chi la parla e
un corso, quale che sia, dovrebbe offrire la possibilita di esercitare I'abilita di
interazione orale.

10 Questi potranno semmai essere utili nella interazione sincrona, migliorando per esempio la qualita

video e, di conseguenza, la corretta interpretazione del linguaggio non verbale, aspetto di grande rile-
vanza soprattutto a livelli bassi di competenza.

73



Matteo La Grassa 3. Dietro un LMOOC: problemi di progettazione e possibili soluzioni
5. Prospettive

In conclusione di questa carrellata su alcuni aspetti caratterizzanti i LMOOC,
e opportuno chiedersi se, considerati anche gli aspetti di criticita che sono
stati presentanti, possa avere senso proporre altri LMOOC con le modalita
finora sperimentate. Pili a monte occorre considerare se sia ancora oppor-
tuno elaborare una proposta formativa che persegua l'obiettivo di intercet-
tare un numero massivo di studenti o se, d’altra parte, abbia forse piu senso
realizzare solo corsi di lingua online rivolti a classi specifiche di apprendenti
con numeri molto piu limitati. La risposta a questa domanda non e scontata,
soprattutto per le specificita che I'insegnamento linguistico presenta rispetto
all'insegnamento di altre discipline e che quindi ne rende piu problematica
la messa in opera'l; tuttavia ai fini della promozione dell’italiano come L2,
perseguire questo obiettivo sembra ancora avere valide giustificazioni. In-
fatti, in un momento di forte e generalizzata crisi nella diffusione dell’italiano
in molti paesi, soprattutto in Nord America (Looney & Lusin, 2019), la di-
dattica online massiva e di qualita puo agire quantomeno da attivatore della
motivazione (Villarini, 2019) e contribuire a rilanciare I'interesse verso la
lingua e cultura italiana da parte di tutti i tipi di pubblici, a prescindere dal
loro profilo. Se si intende pero proseguire con la realizzazione di LMOOC,
sara opportuno cercare di risolvere i punti di debolezza che sul piano speci-
ficamente didattico questi corsi possono porre e che abbiamo descritto in
questo contributo.

Piu nello specifico, il primo passo da fare dovrebbe essere quello di aprire
alla Rete le piattaforme proprietarie in cui i LMOOC vengono progettati e re-
alizzati. Una maggiore apertura, gia del resto realizzata in molti ambienti di
apprendimento secondo un approccio SaaS (Software as a Service), e sicura-
mente piu in linea con una teoria di apprendimento connettivista (Siemens,
2005) e permettera I'accesso e I'implementazione di strumenti, risorse, ma-
teriali didattici e spazi di comunicazione funzionali e aggiornati piu di quanto
non possa fare un sistema chiuso che ha al suo interno un numero limitato
di strumenti spesso non adeguati a elaborare una proposta formativa varia e
soddisfacente.

Una diretta e positiva ricaduta di questa maggiore apertura alla Rete e agli
strumenti sara la possibilita di realizzare attivita interattive con sistemi di
authoring tool, ad esempio in fase di riflessione metalinguistica. Se, come si &
detto, una ricca interazione sincrona tra i membri della comunita di appren-
dimento non é perseguibile rendendo di fatto difficile adottare un approccio
pienamente induttivo, una possibile soluzione potrebbe essere quella di in-
sistere maggiormente sull’interattivita. Per esempio, si potrebbero realizzare

1 Per una riflessione su questi aspetti si rimanda anche a La Grassa (2022).
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video interattivi che evitino la mera e unidirezionale spiegazione delle reg-
ole linguistiche, come nell’esempio che é stato presentato (cfr. §4), ma che
siano invece intervallati da attivita di elicitazione di ipotesi che potranno
essere immediatamente corrette, che consentano il ritorno al testo input, fa-
voriscano la riformulazione delle ipotesi e la sistematizzazione della regola,
attribuendo un ruolo piu attivo all’apprendente. Questo tipo di attivita e gia
oggi realizzabile in ambienti LMS (con particolare riferimento alla riflessione
grammaticale si veda La Grassa 2017; per la riflessione lessicale La Grassa
2021b); e auspicabile quindi che le piattaforme in cui vengono implementati
gli LMOOC si aprano maggiormente verso la Rete in modo da consentire I'uti-
lizzo di strumenti utility provider che garantiranno la realizzazione di attivita
sempre piu interattive e con un livello di coinvolgimento molto piu alto per
lo studente.

Il secondo elemento di criticita che e stato indicato, ovvero il forte limite
alla pratica di interazione orale, € ancor piu rilevante perché non riguarda
I'applicazione di una metodologia piu 0 meno efficace, ma inficia la possibil-
ita di sviluppare adeguatamente una delle abilita di maggior peso nel quadro
delle competenze linguistico-comunicative.

Oggi pero, a qualche anno di distanza dalle esperienze dei primi LMOOC,
e piu realistico pensare di trasformare la presenza massiva di studenti in
una risorsa, almeno per questo aspetto. Realizzando il corso in un ambiente
aperto, ci sara infatti la possibilita di implementare strumenti di videocon-
ferenza ad accesso libero che gli studenti potranno utilizzare, senza nessun
ulteriore login, partecipando attivamente o come uditori a una interazione
orale. Si tratterebbe ovviamente di interazioni di tipo informale, nella mag-
gior parte senza la presenza di un tutor; se un LMOOC e tuttavia frequentato
da centinaia o migliaia di studenti, sara alta la probabilita che un certo nu-
mero di loro possa ritrovarsi nello stesso momento nella piattaforma per in-
teragire oralmente. Eventualmente, sara anche possibile creare delle stanze
tematiche incentrate sui contenuti del corso o su argomenti di interesse gen-
erale’2

In conclusione, si ritiene che i LMOOC in cui I’elemento della presenza mas-
siva di studenti sia ancora mantenuto, possano senza dubbio risultare stru-
menti di grande utilita per la diffusione della lingua e cultura italiana; inoltre,
sfruttando le potenzialita della Rete, tali corsi potranno essere elaborati e
gestiti secondo un approccio piu efficace, sostenendo in modo piu completo
lo sviluppo di tutti gli aspetti della competenza linguistico-comunicativa.

12 Una esperienza simile, sebbene non legata all’apprendimento linguistico, & quella avviata dal So-
cial Network Clubhouse con la possibilita di entrare ed eventualmente interagire oralmente in stanze
tematiche.

785



Matteo La Grassa 3. Dietro un LMOOC: problemi di progettazione e possibili soluzioni
Riferimenti bibliografici

Balboni, P. E. (2015). Le sfide di Babele. Insegnare le lingue nelle societa complesse. UTET.

Caon, F, & Tonioli, V. (2016). La sfida delle classi ad abilita linguistiche differenziate (CAD)
in Italia e in Europa. In C. M. Rodriguez (a cura di), Le lingue in Italia, le lingue in Europa:
dove siamo, dove andiamo (pp. 137-154). Edizioni Ca’ Foscari - Digital Publishing. http://
doi.org/10.14277/6969-072-3 /SAIL-7-9

Coccia, B., Vedovelli, M., Barni, M., De Renzo, F, Ferreri, S., & Villarini, A. (a cura di). (2021).
Italiano2020: lingua nel mondo globale. Le rose che non colsi... . APES.

Consiglio d’Europa (2002). Quadro comune europeo di riferimento per le lingue: apprendi-
mento, insegnamento, valutazione. La Nuova Italia.

Consiglio d’Europa (2020). Quadro comune europeo di riferimento per le lingue: apprendi-
mento, insegnamento, valutazione. Volume complementare. M. Barsi, E. Lugarini & A. Cardi-
naletti (a cura di), trad. it del CEFR Companion volume. https://doi.org/10.13130/2037-
3597/15120

Danesi, M. (2015). Il cervello in aula! Neurolinguistica e didattica per le lingue. Guerra.

Downes, S, (2007). What Connectivism Is. Retrieved November 15, 2023, from https://www.
downes.ca/post/38653.

Freddi, G. (1999). Psicolinguistica, sociolinguistica e glottodidattica. UTET Libreria.

La Grassa, M. (2022). Scienze pedagogiche e didattica delle lingue online: lineamenti di un
rapporto complesso. Studi di Glottodidattica, 2, 89-105. https://doi.org/10.15162/1970-
1861/1534

La Grassa, M. (2021a). Un modello operativo per la didattica delle lingue online:
I'Unita Didattica Digitale. EL.LE, 10(1), 29-52. http://doi.org/10.30687/ELLE/2280-
6792/2021/01/002

La Grassa, M. (2021b). L'uso dell’'Unita Didattica Digitale per lo sviluppo della competenza
lessicale. In E. Jafrancesco & M. La Grassa (a cura di), Competenza lessicale e apprendimento
dell'ltaliano L2 (pp. 109-133). Firenze University Press. https://doi.org/10.36253/978-
88-5518-403-8.09

La Grassa, M. (2020). E-learning e massive learning nella didattica dell’italiano L2: metod-
ologie a confronto. In A. Villarini (a cura di), Insegnare l'italiano con i MOOC (pp. 37-59).
Pacini.

La Grassa, M. (2017). Il ruolo delle tecnologie educative nella didattica della grammatica in
italiano L2. Mosaic, 12(1),93-113.

La Grassa, M., & Villarini, A. (2023). Teaching Italian Using LMOOCs. The Target Audience
and New Operational Models. In G. Guarnieri (ed.), The Art of Teaching Italian (pp. 257-
273). Georgetown University Press.

Looney, D., & Lusin, N. (2019). Enrollments in Languages Other Than English in United States
Institutions of Higher Education, Summer 2016 and Fall 2016: Final Report, Modern Lan-
guage Association of America. Retrieved November 15, 2023, from https://www.mla.org/
content/download/110154/file/2016-Enrollments-Final-Report.pdf

Paternostro, G., & Pellitteri, A. (2014). Insegnare attraverso i task. Anatomia di una lezione.
Italiano a stranieri, 18, 3-7.

Salli-Copur, D. (2005). Coping with the Problems of Mixed Ability Classes. The Internet TESL
Journal, 10(8). Retrieved November 15, 2023, from http://iteslj.org/

76


https://doi.org/10.13130/2037-3597/15120
https://doi.org/10.13130/2037-3597/15120
https://www.downes.ca/post/38653
https://www.downes.ca/post/38653
https://doi.org/10.15162/1970-1861/1534
https://doi.org/10.15162/1970-1861/1534
http://doi.org/10.30687/ELLE/2280-6792/2021/01/002
http://doi.org/10.30687/ELLE/2280-6792/2021/01/002
https://doi.org/10.36253/978-88-5518-403-8.09
https://doi.org/10.36253/978-88-5518-403-8.09
https://www.mla.org/content/download/110154/file/2016-Enrollments-Final-Report.pdf
https://www.mla.org/content/download/110154/file/2016-Enrollments-Final-Report.pdf
http://iteslj.org/

Matteo La Grassa 3. Dietro un LMOOC: problemi di progettazione e possibili soluzioni

Skehan, P. (1988). A Cognitive Approach to Language Learning. Oxford University Press.

Siemens, G. (2005). Connectivism: A Learning Theory for the Digital Age. International Jour-
nal of Instructional Technology and Distance Learning, 2, 3-9.

Tarone, E., & Yule, G. (1989). Focus on the Language Learner. Oxford University Press.

Troncarelli, D. (2018). L'internazionalizzazione del sistema terziario di istruzione e l'uso di
MOOC per lo sviluppo della competenza in L2: il progetto MOVE-ME. In L. Mclaughling &
A. Villarini (a cura di), E-learning MOOC e lingue straniere, studi, ricerche e sperimentazioni.
E-learning MOOC and foreign languages: research, studies and experiences (pp. 17-26). Il
Torcoliere - 1UO.

Troncarelli, D. (2016). La riflessione grammaticale nei recenti manuali didattici per I'inseg-
namento dell’italiano L2. Italiano a stranieri, 20, 8-14.

Troncarelli, D. (2011). Percorsi per 'apprendimento dell’italiano L2 online. In T. Minerva
& L. Colazzo (a cura di), Connessi! Scenari di innovazione nella formazione e nella comu-
nicazione. Atti del VIII Congresso Nazionale Societa Italiana di E-learning (pp. 885-893).
LediPublishing.

Ur, P. (1996). A Course in Language Teaching: Theory and Practice. Cambridge University
Press.

Villarini, A. (2021). Didattica delle lingue straniere. Il Mulino.

Villarini, A. (2020). I MOOC per la didattica delle lingue straniere: storia, contenuti e pubblici
di riferimento. In A. Villarini (a cura di), Insegnare l'italiano con i MOOC (pp. 7-36). Pacini.

Villarini, A. (2019). I MOOC e la valorizzazione dell’italiano. In R. Bombi & F. Costantini (a
cura di), Plurilinguismo migratorio. Voci italiane, italiche e regionali (pp. 31-42). Forum
editrice.

Villarini, A. (2017). La didattica delle lingue per grandi numeri di apprendenti, Italiano a
stranieri, 22, 3-8.

Willis, D., & Willis, J. (2007). Doing Task-Based Teaching. Oxford University Press.

tale






4. Apprendimento linguistico e forme di potere:
analisi di un LMOOC di italiano

Alessandro Puglisi

Abstract: The last few years have witnessed an exponential growth of MOOCs (Massive
Open Online Courses) as a way of providing training. A Class Central report called 2020
“the second year of the MOOCs” (Shah, 2020); in this context, language MOOCs have also
experienced extremely significant growth. The contribution identifies the forms of power
within an Italian language MOOC with over 48000 enrolled, and how these forms of power
characterize relationships between students, tutors and digital learning platform. The issue
is addressed by studying the ability to mobilize share capital within an Italian LMOOC using
the social network analysis (Borgatti et al., 2009). The network of relationships (Barabasi,
2002) generated within the LMOOC is represented through oriented and weighted graphs;
it is studied first at the overall network level, and then on the basis of centrality statistical
measures, such as closeness centrality, betweenness centrality and cross-clique connectivity.
The concept of social capital therefore has an operational response, and students with higher
centrality measures are highlighted. These data generate considerations on the articulation
of power within a platform hosting MOOCs, in particular in terms of the set of subjects
and objects immersed in a network of productive constraints (Latour 2005). In this way,
a scientific contribution is made in a field that is still little frequented, related to the study
of the communicative interactions that take place within the contexts of mass language
learning, and their implications.

Keywords: MOOC; Social Capital; Social Networks; Power.

1. Introduzione

1 2020 é stato di recente denominato come “il secondo anno dei MOOC”

(Shah, 2020b), dopo I'annus mirabilis 2012 (Pappano, 2012). La pandemia
da Covid-19 e le conseguenti misure di contenimento della sua diffusione
hanno fornito un enorme, e inaspettato, impulso all’istruzione online, con
ripercussioni sia sull’'aumento esponenziale degli studenti che sugli sforzi
di investimento da parte delle piattaforme (Shah, 2020a). Contestualmente,
le lingue straniere sono entrate nei report sulle materie piu richieste per la
prima volta, nella forma di LMOOC. L'apparizione dei primi LMOOC risale a
ottobre 2012 (Sokolik, 2014), pochi anni dopo le esperienze pionieristiche
dei primi cMOOC (MOOC connettivisti), risalenti al 2008, che si presentavano
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come MOOC caratterizzati da una decentralizzazione dei contenuti e degli
strumenti e da una visione del gruppo in cui i confini dei ruoli tra studenti
e insegnanti erano fluidi. Esaminando piu specificamente il panorama degli
studi sui MOOC di lingua italiana, nonostante alcune recenti sintesi di valore,
come quella di Villarini (2020), mancano ancora trattamenti sistematici che
analizzino grandi quantita di dati da un punto di vista quantitativo e non solo
qualitativo. Questo contributo e incentrato sul MOOC di lingua italiana per
principianti, Introduction to Italian (Universita per Stranieri di Siena) nella
sua prima edizione, ospitata all'interno della piattaforma FutureLearn e risa-
lente al maggio-giugno 2016, che ha contato oltre 48000 iscritti. Guardando
a Introduction to Italian, prendiamo in considerazione apprendenti adulti
che assumono atteggiamenti da self-directed learners (Knowles, 1975). Essi,
infatti, agiscono in relazione all’azione educativa sulla base del significato che
ad essa attribuiscono, nella prospettiva suggerita dalle riflessioni dell’intera-
zionismo simbolico (Blumer, 1969) e che ben si puo rivedere nel cosiddetto
modello egodinamico (Titone, 1976). Di conseguenza, questo complesso in-
sieme di interazioni fra apprendenti, tutor, piattaforma e contenuti didattici,
che si da in un contesto di immersione di soggetti e oggetti in un coacervo di
costrizioni produttive (Latour, 2005), genera varie forme di potere all'interno
del MOOC; queste forme si esprimono da un lato attraverso le caratteristiche
del corso (la sua struttura, per dirla nei termini della distanza transazionale
di Moore, di cui diremo piu avanti) e dall’altro nell’espressione di una mag-
giore o minore centralita statistica degli utenti all'interno del corso. Quest'ul-
tima, come si vedra, puo essere computata attraverso metodi e tecniche pro-
pri della scienza dei dati; giova qui, pero, accennare anzitutto ai concetti di
capitale sociale e potere, per come li intendiamo nel presente contributo, in
relazione al contesto di apprendimento, online e massivo, in esame.

La locuzione capitale sociale € relativamente recente in letteratura, ma il
concetto che rappresenta non e affatto nuovo nel campo della sociologia; per
questo motivo converra esplorare brevemente il percorso di questa idea. Gia
Durkheim, in un’opera pionieristica dedicata al suicidio, lavoro in apparenza
eterodosso rispetto alla tematica del capitale sociale, rifletteva su come gli in-
teressi individuali non potessero spiegare, da soli, I'integrazione sociale che,
anzi, poggiava su relazioni stabilite attraverso contratti. Queste relazioni,
pero, potevano esistere solo perché c’erano norme morali che regolavano i
contratti alla loro base (Durkheim, 1997 [1893]). In piu, tali norme erano
definite all’interno di una societa ben organizzata e strutturata, nella quale la
chiave dell’'unita sociale era, in termini in apparenza paradossali, la differen-
ziazione degli individui; questi ultimi, d’altro canto, avevano comunque biso-
gno di far parte di gruppi sociali densi e coesi. Altri due studiosi che hanno
evidenziato aspetti successivamente integrati nelle teorie del capitale sociale
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sono stati Max Weber e George Simmel. L'analisi del primo abbraccia diversi
livelli ai quali opera il capitale sociale: 1) capitale sociale come bene privato
che porta benefici individuali; 2) capitale sociale come bene di club che con-
cede benefici esclusivi solo ai suoi membri; 3) estendendo il secondo livello,
capitale sociale come bene collettivo, poiché i benefici del club hanno conse-
guenze, positive o negative, sull’intera comunita. E importante notare come
Weber abbia focalizzato la sua analisi sul funzionamento di contesti molto
specifici, come certe sette protestanti, i cui membri godevano di privilegi as-
sociati alla loro reputazione, ottenendo vantaggi negli affari e nell’accesso al
credito. D’altro canto, Simmel ha indirizzato la sua attenzione maggiormente
verso le relazioni sociali, analizzando le cosiddette “cerchie sociali” (Chiesi,
2000), considerabili, in un certo senso, come antesignane delle rappresenta-
zioni utilizzate nell’analisi delle reti sociali. Ad ogni modo, I'affermazione di
capitale sociale come categoria critica & generalmente associata alle rifles-
sioni di Bourdieu. Egli guarda a una societa ideale ma determina il capitale
sociale come uno strumento che mantiene, e anzi talvolta rafforza, gerarchie
e disuguaglianze sociali. Per farlo, Bourdieu colloca il capitale economico so-
pra altre tipologie di capitale (culturale, simbolico, sociale), motivo per cui il
capitale sociale si riferisce all’'insieme di risorse ottenute o ottenibili attra-
verso le proprie relazioni (Bourdieu, 1980); queste, pero, non si danno una
volta per tutte, ma vanno incontro a continue (ri)elaborazioni. Se la rifles-
sione di Bourdieu, probabilmente, non offriva strumenti critici per la misu-
razione del capitale sociale, alcuni spunti maggiormente operativi proven-
gono dalle acquisizioni di James Coleman. Tra le intuizioni piu interessanti, vi
sono le nozioni di obblighi e aspettative nelle relazioni, dove un individuo fa
qualcosa per un altro, contando sull’aspettativa della reciprocita (Coleman,
1990). In questo senso, i nodi all'interno di una rete sociale che tendono a
prodigarsi per gli altri dovrebbero, almeno teoricamente, accumulare rela-
zioni utili che possono essere sfruttate, quando necessario. Tuttavia, questo
modello e soggetto a notevole variabilita, a seconda del livello di fiducia tra
i nodi e dell’eventuale assistenza esterna che i singoli nodi possono ricevere
da enti o istituzioni, riducendo cosi la necessita di connessioni interne alla
rete; con tutta evidenza, sara utile tenere presente quest’ultimo aspetto nella
presente trattazione. Anche Alessandro Pizzorno lega fortemente il capitale
sociale alle relazioni sociali. Secondo Pizzorno, le relazioni che danno origine
al capitale sociale devono essere caratterizzate da durata, nonché da soli-
darieta e/o reciprocita tra i nodi. A questo proposito, propone una grande
distinzione tra capitale sociale di solidarieta e capitale sociale di reciprocita.
Nel caso del capitale sociale di solidarieta, Pizzorno si riferisce a relazioni che
“nascono o sono sostenute attraverso gruppi coesi i cui membri sono forte-
mente [...] collegati I'uno all’altro” (Pizzorno, 1999: 380). Possiamo, tuttavia,
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dire che questo non é il caso degli studenti all'interno di un LMOOC, poiché,
come peraltro vedremo nel contesto dell’analisi dei dati, le loro connessioni
consistono principalmente in legami deboli (Granovetter, 1973). Il capitale
sociale di reciprocita puo emergere da vari tipi di relazioni. Alcune di queste
sono simili a quelle gia discusse dagli altri studiosi menzionati; ad esse vanno
aggiunte le relazioni che nascono dall’assistenza fornita sulla base della per-
cezione di appartenenza allo stesso gruppo sociale o come riflesso dei valori
interiorizzati dall’attore, per i quali, dunque, non esistono aspettative di re-
ciprocita.

Quello di potere € un concetto multidimensionale che abbraccia vari aspetti
della vita e della societa, oltre a essere oggetto di accese dispute critiche
(Lukes, 2005) e spesso definito, di necessita, in termini di opposizione (Ave-
lino, 2021). Se, in termini generici, si puo certamente affermare che il potere e
la capacita di un individuo, o di un gruppo, di ottenere cio che desidera anche
di fronte all’opposizione; oppure che esso emerge quando un individuo cerca
di influenzare gli altri per modellare le loro convinzioni, opinioni e azioni,
tali definizioni risultano, tuttavia, scarsamente applicabili al contesto educa-
tivo. Piu utile sembra, percio, muoversi all'interno di una concezione teatrale
del potere, come recentemente suggerito da Mazzone (2022), combinando
la sociologia di Goffman con la Actor-Network Theory. Mazzone sostiene che
una concezione teatrale del potere puo essere assunta per “prendere in con-
siderazione seriamente sia ’'agency individuale e le capacita sia le costrizioni
sistemiche” (Mazzone, 2022: 761) recuperando l'idea alla base della presen-
tazione del Sé nelle interazioni quotidiane faccia a faccia (Goffman, 1969).
La proposta di Mazzone di combinare Goffman con I'’Actor-Network Theory
permette pero di superare cio che Goffman affermava riguardo alla metafora
teatrale come utile esclusivamente per leggere le interazioni faccia a faccia.
Poiché in ogni “teatro del potere” gli oggetti fisici e sociali svolgono un ruolo
attivo (Blumer, 1969) e gli attanti sono rappresentati sia da soggetti che da
oggetti (Latour, 2005), immersi in un grande gruppo di costrizioni, intese
come produttive e necessarie, allora questa concezione del potere, che espli-
citeremo nel seguito della trattazione, € ampiamente compatibile con quelle
manifestazioni di potere che si danno in un LMOOC. Per tale ragione, essa puo
valorizzare tutte e tre le dimensioni del potere, vale a dire episodica, dispo-
sizionale, sistemica e segnatamente le prime due. Infatti, come si vedra piu
avanti, anche con il conforto dei dati sperimentali, prenderanno corpo prin-
cipalmente espressioni di potere disposizionale, assunto dalla componente
istituzionale come capacita a essa consustanziate, che vengano esercitate o
meno, e di potere episodico, vale a dire contestuale, situazionale, estempo-
raneo, in capo ad alcuni apprendenti, in quanto potere in connessione con
I'agency dell’attore sociale (Clegg, 1989).
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[ due concetti dei quali abbiamo stringatamente esplorato alcune declina-
zioni vanno ora inquadrati, per i nostri fini, entro la cornice della transactio-
nal distance theory di Moore, ricordato piu sopra. In questo modello (Moore,
1972, 1973), 'educazione a distanza si fonda su tre fattori: structure, dialo-
gue e autonomy, emergendo direttamente dai primi due e dialogando anche
con il terzo. Ciascuno di essi puo essere piu 0 meno rappresentato all'interno
di un corso ed € opportuno osservare meglio i primi due; la structure consta
dei contenuti del corso e della loro quantita e prende corpo nella loro orga-
nizzazione in una sequenza ordinata e coerente, non aggirabile dal discente
e scandita con una tabella di marcia definita e stringente. Un corso con una
struttura meno forte da la possibilita, invece, di piu percorsi di apprendi-
mento e 'opportunita, per il discente, di negoziare variazioni del percorso
stesso oltre che, almeno in certi casi, seguire completamente il proprio ritmo
di lavoro e apprendimento. D’altro canto, il fattore dialogue é visto nel mo-
dello di Moore come “a particular kind of interpersonal interaction” (Moore,
2012:70), con la fondamentale specificazione che “teachers exchange words
and other symbols with learners, aimed at the latter’s creation of knowledge”
(Moore, 2012: 70). La distanza transazionale, dunque, € funzione dell’'uno e
dell’altro, in rapporto di proporzionalita inversa con ciascuno dei due, nella
misura in cui una struttura piu forte, cosi come un minore dialogo, deter-
minano maggiore distanza transazionale. In questo contesto, 'autonomy si
puo definire in relazione agli apprendenti che possono avere “in different
degrees, the ability to develop a personal learning plan, to find resources for
study in their work or community environments, and to evaluate from them-
selves when progress was satisfactory” (Moore, 2012: 72). Si tratta, percio,
di un fattore considerato sia in base a quanto viene, per cosi dire, concesso
dal corso, ma anche, e forse soprattutto, alla capacita dell’apprendente di co-
struirsi una sua autonomia (Rogers, 1969), pur inscritta in una rete di restri-
zioni/costrizioni.

Riassumendo, in uno scenario complessivo di struttura e dialogo del corso,
sul palcoscenico del teatro del potere si muovono diversi attanti: piattaforma,
ente erogatore, apprendente, tutor. Possiamo definire complessivamente,
dunque, il potere come opportunita, da parte di un individuo, gruppo, ente,
dispositivo tecnologico, di porre vincoli (oltre che offrire opportunita forma-
tive) all’autonomia di individui o gruppi di individui. Per questa ragione, 'am-
bito del MOOC linguistico del quale ci occupiamo potra essere visto proprio
come espressione di un equilibrio tra vincoli e opportunita, in un pit ampio
frame discorsivo di empowerment e disempowerment, nel quale apprendenti
che riescono a mobilitare un maggiore capitale sociale acquisiscono una
forma di potere, testimoniata dalla loro centralita statistica. Questo potere,
inteso come possibilita di influenzare positivamente altri apprendenti, emer-
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gendo nella rete sociale generata, si situa fra gli altri che sono gia costitu-
tivamente esercitati all'interno di un corso online da parte (almeno): della
piattaforma che funge da provider, fornendo vincoli nella costruzione di un
LMOOC; dell’ente erogatore, che costruisce il corso, tracciando un percorso
piu o meno strutturato per gli apprendenti; dei tutor, che possono gestire
quantitativamente e qualitativamente le interazioni.

Nel contributo, il secondo paragrafo e dedicato ai metodi e agli strumenti
utilizzati nell'indagine, mentre all'interno del successivo si presentano i ri-
sultati, i quali vengono poi discussi nel quarto paragrafo, prima di procedere
ad alcune brevi conclusioni contenute nella quinta e ultima partizione.

2. Metodi e strumenti

La concezione dello studio ha richiesto, naturalmente, di considerare
alcuni presupposti e operare alcune scelte. In particolare, abbiamo dovuto
presupporre:

* che all'interno di un MOOC linguistico si possa generare una rete sociale
attraverso le interazioni comunicative di ogni apprendente con gli altri ap-
prendenti e con i tutor;

* che questa rete sociale venga generata anche a partire dai commenti inse-
riti dagli utenti utilizzando I'apposita funzionalita offerta dalla piattaforma
FutureLearn che ospita Introduction to Italian;

* che visiala possibilita di rappresentare questa rete sociale interna al MOOC
linguistico e generatasi tramite i commenti, con un grafo, struttura ma-
tematica che permette di rappresentare relazioni di vario tipo (Barabasi,
2002), come un insieme di punti, definiti nodi, collegati tra loro da archi che
rendono visibile una relazione.

Nel nostro caso, e stato costruito un grafo orientato e pesato. Si dice orien-
tato un grafo in cui le relazioni esplicitate tra coppie di nodi non sono sim-
metriche, e quindi viene considerato il verso; vale a dire che I'interazione ha
una direzione precisa. In altre parole, se 'utente B risponde con un commento
a un commento dell’'utente A, 'interazione andra da B verso A, cosi A avra
un’interazione/relazione in ingresso e B ne avra una in uscita. Il grafo e stato
concepito anche come pesato perché, se una singola relazione comunicativa
tra due nodi occorre piu volte, se cioe un certo utente risponde piu volte ad
un altro utente in varie occasioni, allora quella relazione acquista progressi-
vamente maggior peso nell’economia complessiva della rete sociale generata
all'interno del MOOC linguistico.
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In altre parole, si instaura una relazione comunicativa debole (nel senso
di legame debole, come individuato da Granovetter (1973)) nel momento in
cui un apprendente risponde al commento di un altro apprendente. In un
contesto, come quello del LMOOC che analizziamo, in cui la conversazione e
|'utilizzo della funzionalita di commento vengono almeno incoraggiate forte-
mente, se non esplicitamente richieste, rileviamo quanto all’'aumentare delle
interazioni comunicative come le abbiamo intese, aumentino per il singolo
apprendente le possibilita di ricevere e/o fornire informazioni attraverso la
conversazione.

In questo senso, abbiamo dunque considerato:

¢ i commenti che hanno ricevuto almeno una risposta;

¢ i commenti rimasti senza risposte;

e le occasioni in cui un determinato apprendente risponde a sé stesso (anche
qualora la risposta si trovi fra altre risposte);

e Si € guardato poi alle performance degli studenti su due livellj, cioe:

e in termini di completamento del corso; bisogna notare come, nel caso spe-
cifico, la piattaforma ospitante consideri un corso come completato nel
caso in cui I'apprendente abbia provato a rispondere a tutti i quiz proposti
e abbia inoltre contrassegnato come completato almeno il 50% delle pagine
che costituiscono il corso medesimo;

e in relazione a misure di centralita statistica rilevate sul grafo costruito.

Per le nostre indagini abbiamo utilizzato dataset forniti dalla piattaforma
FutureLearn e relativi tanto agli apprendenti quanto ai commenti da loro in-
seriti all'interno dei forum di Introduction to Italian.

L'analisi ha preso le mosse da un’esplorazione preliminare dei dataset. Sono
stati poi estratti i dati su fascia d’eta, genere, paese, livello di istruzione, sta-
tus occupazionale e settore di occupazione (Puglisi, 2021). In linea generale,
nonostante i molti utenti che hanno preferito non dichiarare i propri dati, ne
e emersa una prevalenza delle fasce d’eta 26-35 (n=1210), 56-65 (n=1268) e
>65 (n=1310), a fronte di 42322 che non dichiarano I'eta. In quanto al genere,
si osserva una prevalenza del femminile sul maschile (4814 contro 1809, con
42172 non dichiaranti), mentre a prevalere in termini di istruzione e status
lavorativo sono i lavoratori a tempo pieno (n=2014, il dato piu elevato, con
42216 che non dichiarano) con istruzione superiore e occupati in ambito
educativo.

E stato successivamente costruito il grafo rappresentante le relazioni co-
municative interne a Introduction to Italian. Per la costruzione del grafo non
sono stati considerati i nodi che definiamo isolati, vale a dire quei commenti
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che non hanno ricevuto risposta. Sul grafo costruito sono state rilevate mi-
sure piu generali, sintetizzate in Tab. 1 e Tab. 2, vale a dire:

e ordine, cioe il numero di nodi (e quindi di utenti);

e misura, che rappresenta il numero di archi, cioe il numero di interazioni
comunicative;

« loops presenti, cioe quei casi in cui un utente risponde a un suo stesso com-
mento;

e diametro, che viene misurato considerando i percorsi (o cammini) piu brevi
che collegano, da un punto di vista comunicativo, ciascuna coppia di utenti,
e selezionando il piu lungo di questi percorsi;

e densita, cioe la relazione tra il numero degli archi del grafo e il numero di
archi teoricamente possibili; quest’ultimo e esprimibile, nel caso di un grafo
orientato e pesato, anche come rapporto, in cui al numeratore abbiamo il
numero degli archi presenti nel grafo e al denominatore il numero dei nodi
del grafo moltiplicato per il numero dei nodi del grafo - 1;

e transitivita globale, che e il rapporto tra il numero di triple chiuse (tre ver-
tici/utenti collegati da tre archi/interazioni, non considerando l'orienta-
mento degli archi) esistenti e il numero di triple (aperte, cioe fatte da tre
utenti in cui ciascuno non € connesso a ciascun altro, e chiuse) possibili.

Abbiamo inoltre calcolato misure di centralita statistica, vale a dire: close-
ness centrality, che rende conto, per ciascun nodo, della lunghezza media dei
cammini piu brevi per raggiungere, da quel nodo, ogni altro nodo; between-
ness centrality, basata sulla presenza di un nodo all'interno dei cammini piu
brevi fra tutte le paia di nodi presenti all'interno del grafo; cross-clique con-
nectivity, come quantita di cliques alle quali un nodo appartiene.

Il primo dato di rilievo (Tab. 1) & il numero di utenti iscritti al LMOOC, ben
48820; di questi, solo 5129, pari al 10,5%, hanno completato il corso, se-
condo i criteri di cui si e detto sopra. Gli apprendenti-utenti del corso che
hanno contribuito alla generazione della rete sociale sono 4042, rappresen-
tati dal valore di ordine del grafo che, come detto in precedenza, indica il
numero di nodi. Tali nodi hanno dato luogo a 15604 archi, cioe interazioni
comunicative, dato evidenziato come misura del grafo. E importante, inoltre,
segnalare 9154 nodi isolati e 1792 loops. Questi ultimi valori fanno il paio,
come vedremo tra breve, con una ridottissima densita del grafo. Se osser-
viamo, infatti, gli ulteriori dati calcolati (Tab. 2), rileviamo un diametro di
19 con una densita di 0.00095532 che, stante un valore massimo di 1 (che
troveremmo nel caso di un grafo cosiddetto completo, in cui, cioe, ciascun
nodo fosse collegato con ciascun altro), indica come vi sia poco meno dello
0,1% di possibilita che due nodi qualsiasi, quindi due apprendenti nella rete,
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siano adiacenti, cioé entrati in interazione comunicativa fra loro. Tale dato e
confermato dal valore di transitivita globale, 0,04380192, che da la misura
della tendenza dei nodi a raggrupparsi in cluster cioe, in parole piu povere, a
costituire dei gruppi all'interno dei quali i nodi interagiscono tra loro.

Totale Utenti che Utenti che Nodi Misura Ordine Loops
utenti (n) hanno hanno isolati (n) (n) (n) (n)
completato il | completato il
corso (n) corso (%)
48820 5129 10,5% 9514 15604 4042 1792

Tab. 1 Dati generali sul grafo generato dalla rete sociale all'interno di Introduction to Italian (run 1)

- parte 1
Diametro Densita Transitivita globale
19 0.00095532 0.04380192

Tab. 2 Dati generali sul grafo generato dalla rete sociale all'interno di Introduction to Italian (run 1)
- parte 2

Tutte queste misure sono state poi messe in relazione con le performance
degli studenti in termini di completamento o meno del corso. La metodolo-
gia di analisi & la social network analysis (SNA). Dobbiamo qui precisare che
nonostante, per comodita, ci riferiremo alla social network analysis3, quella
condotta e un’indagine in riferimento all’idea, piu specifica, di social learning
network analysis (o analytics), in quanto la rete sociale all'interno del nostro
MOOC e una rete sociale legata esplicitamente ad un contesto di apprendi-
mento guidato. Le reti sociali sono state definite come “networks in which
the vertices are people, or sometimes groups of people, and the edges repre-
sent some form of social interaction between them” (Newman, 2010: 36). In
questo senso, dunque, sulla scia di altri contributi recenti che hanno guar-
dato all’analisi di MOOC attraverso il Learning Analytics (Martin-Monje et al,,
2018) ma anche, in particolare, al supporto all'insegnamento tramite MOOC
attraverso la SNA (Sinha, 2014), e considerando pure come vi siano signi-
ficative differenze tra I'analisi di una rete sociale offline e quella di un online
network (Kane et al., 2013), la presente analisi aspira ad inserirsi nell’'ampio
dibattito sulle possibilita di indagine scientifica sull'apprendimento lingui-
stico all'interno di piattaforme digitali. La scelta di adottare la SNA come me-

13 Per un articolo sulla social network analysis, e in particolare sul suo sviluppo a partire dalle radici

sociologiche, si veda Scott (1988).
14 Per un primer sull’utilizzo della SNA nella ricerca educativa, si veda Grunspan et al. (2014).
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todologia ci consente di avvicinarci al nostro oggetto di studio con l'intento
di compierne, con un approccio whole-network, una descrizione relativa all’a-
spetto di interazione sociale'® da porre in relazione con i risultati conseguiti
dagli apprendenti, nei termini in cui essi possono essere rilevati in base ai
dati forniti dalla piattaforma ospitante.

Nella nostra ricerca abbiamo utilizzato la versione 4.0.1 del software di
analisi statistica R, pubblicata il 6 giugno 2020, chiamata See Things Now. Per
facilitare la nostra analisi, abbiamo utilizzato RStudio nella versione 1.3.959
(Middlemist Red), che funge da ambiente di sviluppo integrato (IDE). Que-
sto software ha svolto un ruolo fondamentale nel supportare le varie fasi
dell'indagine, tra cui I'analisi esplorativa preliminare, la codifica e il debug
degli errori. Per la manipolazione dei dati, ci siamo affidati principalmente
ai pacchetti {dplyr} e {tidyr} del cosiddetto tidyverse. Questi pacchetti of-
frono strumenti efficienti per la manipolazione e la trasformazione dei dati, a
partire dalla fase esplorativa. Inoltre, abbiamo utilizzato il pacchetto {tibble}
per la creazione dei dataframe e il pacchetto {readr} per I'importazione dei
dataset. Per condurre I'analisi della rete sociale vera e propria, e stato fatto
uso del pacchetto {igraph}, che comprende una nutrita serie di funzionalita
per I'analisi delle reti. Inoltre, abbiamo utilizzato il pacchetto {CINNA}, in
particolare la funzione proper._centralities(), e il pacchetto {centiserve} per la
funzione crossclique(), che ci hanno permesso di effettuare, rispettivamente,
analisi specifiche relative alle misure di centralita e al rilevamento delle cli-
ques.

3. Risultati

In questa sezione descriviamo i risultati ottenuti, con riferimento specifico
ai valori piu alti ottenuti dagli utenti all'interno della rete sociale in termini di
closeness centrality, betweenness centrality e cross-clique connectivity. Tutte e
tre le misure di centralita statistica di cui discuteremo evidenziano un livello
di complessita, sia della rete sia delle interazioni che al suo interno hanno
luogo, molto piu elevato di quanto un’analisi superficiale potrebbe indicare.
Annotiamo qui che, nella lettura dei dati, gli id degli utenti si trovano in gras-
setto nel caso in cui si tratti di utenti che hanno completato il corso, ed evi-
denziati in grigio se sono tutor del LMOOC.

Nel primo caso (Tab. 3), il valore massimo di closeness centrality ottenibile e
1 e, come si vede, anche i primi cinque utenti si situano ben lontani dal mas-
simo, con valori tra 0,0009816396 e 0,0009488152; in questo ambito, solo

5 Due contributi sulle metodologie di analisi delle reti sociali sono Borgatti e Ofem (2010) e Borgatti
etal. (2009).
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un utente su cinque risulta tra coloro i quali hanno completato Introduction
to Italian.

Rank Id Closeness centrality
(max =1)
#1 9236 0.0009816396
#2 44678 0.0009527683
#3 45472 0.0009510603
#4 27155 0.0009508258
#5 NA 0.0009488152

Tab. 3 Valori di closeness centrality all'interno della rete (cinque piu alti)

Osservando i valori di betweenness centrality (Tab. 4), si notano differenze
significative rispetto ai valori esaminati in precedenza, in quanto gia solo nei
primi cinque utenti per valore in ordine decrescente, troviamo tre tutor (id
40072, 46943, 7343) e due utenti che hanno completato il corso.

Rank Id Betweenness centrality
(max =1)
#1 40072 0.04824136
#2 46943 0.04437319
#3 40331 0.03409500
#4 7343 0.03401165
#5 26484 0.02933206

Tab. 4 Valori di betweenness centrality all'interno della rete (cinque piu alti)

La terza e ultima misura di centralita presa in considerazione (Tab. 5) & la
cross-clique connectivity. Se le prime due consideravano il posizionamento
dei nodi rispetto ai cammini che li collegavano, questa da conto dell’apparte-
nenza di un nodo a delle cliques, vale a dire gruppi di nodi in cui ciascuno di
essi e connesso con ciascun altro, costituendo quindi piccoli sottografi com-
pleti. In questo caso, rileviamo un/una solo/a tutor nella prima posizione, e
quattro utenti che hanno completato il corso.
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Rank Id Cross-clique connectivity
#1 46943 27411
#2 40331 24216
#3 15752 20771
#4 26484 18611
#5 4560 17765

Tab. 5 Valori di cross-clique connectivity all'interno della rete (cinque piu alti)

Un ulteriore insieme di dati di interesse, che qui riportiamo (Tab. 6) e di-
scuteremo nel paragrafo successivo in un’ottica complessiva, &€ rappresentato
dal numero di studenti che hanno completato il corso tra i primi cento con
i valori piu alti per ciascuna misura di centralita. Tali valori sono inoltre ri-
portati in relazione a tre endpoint, fissati dopo la prima settimana di corso
(Endpoint 1), dopo la terza settimana (Endpoint 2) e alla fine del corso (En-
dpoint 3). Si osservano tendenze differenti: per quanto riguarda la closeness
centrality, il valore decresce significativamente, da 47 al primo endpoint a
29 al terzo, mentre i restanti valori, gia piuttosto elevati dopo la prima setti-
mana, crescono notevolmente dal primo al secondo endpoint e poi ulterior-
mente, anche se in misura piu contenuta, andando verso la fine del corso. In
altre parole, alla fine del corso, solo 29 dei 100 utenti con i valori piu alti di
closeness centrality avevano completato il corso, mentre questo valore am-
monta a 86 su 100 e 94 su 100 per altre due misure di centralita statistica.

Closeness Betweenness Cross-clique
centrality centrality connectivity
Endpoint 1 47 65 68
Endpoint 2 40 85 88
Endpoint 3 29 86 94

Tab. 6 Numero di studenti (sui cento con i valori piu alti) che hanno completato il corso

4. Discussione

Un commento piu approfondito dei dati ottenuti in questa ricerca appli-
cando metodi propri della scienza dei dati puo contribuire in generale, se-
condo noi, a una piu equilibrata narrazione dei MOOC, e di quelli linguistici
piu nello specifico. Lo scenario di riferimento e quello di una rete sociale
poco densa, all'interno della quale si muovono poco piu di 4000 apprendenti,
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meno di un decimo degli iscritti e circa un quinto in meno di quelli che hanno
completato il corso (5129, il 10,5% del totale). Tale rete sociale risulta frutto
di legami assai deboli, come dimostrano peraltro le quantita, consistenti in
rapporto alla popolazione totale del LMOOC, di nodi isolati e di loops. Il nu-
mero di archi, espresso dalla misura del grafo (15604), se messo in relazione
al numero di nodi (4042, come gia ricordato), da conto di una rete sociale
nella quale le interazioni comunicative sono prodotte da un numero relati-
vamente esiguo di partecipanti. Questo dato € ulteriormente confortato se
guardiamo a esso in chiave per cosi dire longitudinale, confrontando i valori
a inizio corso, meta del corso, e finali (Puglisi, 2021). Un’ulteriore conferma si
deve, oltre che, ovviamente, al valore di densita, del quale si e gia detto, a un
diametro e a una transitivita globale piuttosto ridotti. Su questo sfondo che
abbiamo delineato si stagliano i valori relativi alla centralita statistica. Come
si ricordava piu sopra, la closeness centrality misura la lunghezza media dei
cammini piu brevi per raggiungere ciascun nodo da ciascun altro; in altre pa-
role, un nodo con un valore alto di closeness centrality € in comunicazione piu
diretta, si potrebbe dire, con gli altri nodi. A tal proposito, non sembra esserci
una concomitanza particolarmente rilevante tra dati di completamento e va-
lori elevati di questa misura di centralita, come peraltro si osserva nella Tab.
6, che evidenzia un decremento assai deciso del rapporto tra apprendenti
che completano il corso e apprendenti che presentano alti valori di close-
ness centrality. Una tendenza opposta si da, invece, nel caso di betweenness
centrality e cross-clique connectivity: giacché la prima delle due guarda alla
presenza, o meno, di un nodo all'interno dei cammini piu brevi tra paia di
nodi (e non all’estensione dei cammini stessi), si puo suggerire che, in ter-
mini generali, possa essere piu importante inserirsi nelle conversazioni che
hanno luogo all'interno dei forum di Introduction to Italian, piuttosto che,
necessariamente, scrivere molto e rispondere in maniera quantitativamente
altrettanto spiccata. Detta altrimenti, un orientamento maggiormente comu-
nitario, sia da parte del singolo che in termini piu istituzionali, favorirebbe
una fruizione piu piena del LMOOC. Quest’'ultima considerazione sembra
trovare un deciso riscontro nei valori di cross-clique connectivity (Tab. 5 e
Tab. 6 alla terza colonna), cioe relativi all’appartenenza dei nodi a un numero
maggiore o minore di gruppi di nodi tutti connessi tra loro. Con 'eccezione,
non scarsamente significativa, di 1087 apprendenti che hanno completato il
Corso, pur senza aver mai interagito con altri, eccezione che meriterebbe una
trattazione a sé, e possibile fare alcune ulteriori considerazioni generali. Una
lettura superficiale suggerirebbe la coesistenza di due termini: da un lato, la
presenza, in termini quantitativi, di un apprendente all'interno del LMOOC,
dall’altro il completamento del corso, suggerendo di unificare questi termini
in una tautologia. [ dati dimostrano, pero, che un atteggiamento piu costrut-
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tivo vede gli apprendenti interagire, tra loro e con le figure che realizzano il
tutoring, in maniera sia ampia che distribuita. I valori di betweenness cen-
trality piu in alti in assoluto sono infatti da attribuire a tutor (Tab. 4) e, pro-
prio per questo, non sembra inadeguato suggerire come un apprendente che
assuma atteggiamenti comunicativamente proattivi, nel senso che abbiamo
definito, finisca per assumere, almeno in parte, funzioni da tutor. In tal modo,
guadagna autorevolezza agli occhi degli altri e delle altre e si pone in maniera
decisamente piu centrale all'interno della rete sociale di apprendimento.
Tutte queste considerazioni vanno inscritte nella teoria della distanza tran-
sazionale di Moore, per poter essere viste, successivamente, in termini di
distribuzione di potere. Un LMOOC come Introduction to Italian mostra, in-
fatti, un livello di struttura (nei termini di Moore) piuttosto alto, presentando
un’organizzazione lineare in settimane, con contenuti scanditi in numerosi
passi (step), attivita da completare, quiz e scadenze. Al tempo stesso, il dia-
logo é presente, nei limiti di un rapporto numerico tutor/apprendenti assai
svantaggioso, e tempera, almeno in parte, il rischio di quelle che potremmo
forse definire derive di autoapprendimento. Si da, percio, in questo teatro
del potere (come suggerito dal gia citato Mazzone) un delicatissimo gioco di
equilibri, in continua ridefinizione, fra i poteri disposizionali, attribuibili al
provider, all’ente erogatore e, in misura minore, ai tutor, e forme di potere
episodico che gli apprendenti possono acquisire in ragione dei loro com-
portamenti all'interno della rete sociale. Sia i provider che gli enti erogatori,
nell’atto stesso di fornire un’infrastruttura (i primi) e rendere pubblico un
percorso di apprendimento strutturato (i secondi) pongono dei vincoli che e
possibile qui intendere nel senso attribuito loro da Latour (2005), cioe come
spinte decisive all'interazione. Il loro potere disposizionale si esercita dunque
in chiave positiva, attraverso un insieme di vincoli (come schematizzato in
Fig. 1) che intendono favorire I'apprendimento, anche per mezzo dell’intera-
zione in un ambiente digitale. Essi, percio, ponendo in un certo senso delle
restrizioni, in realta offrono opportunita ai partecipanti; questi ultimi, dal
canto loro, non potendo negoziare i contenuti e I'organizzazione, non dispon-
gono di potere disposizionale. Rientra tuttavia tra le loro facolta, come si e
visto, quella di assumere una certa quantita di potere episodico. Nel nostro
modello, questa tipologia di potere, che viene a generarsi contestualmente
al percorso di apprendimento, viene resa esplicita attraverso le misure di
centralita statistica, in particolare betweenness centrality e cross-clique con-
nectivity. Esiste, comprensibilmente, un rapporto tra quanto emerge dal con-
fronto tra questi poteri e il fattore dialogo all'interno di un MOOC linguistico.
Se il grado di struttura, infatti, & dato una volta per tutte e sostanzialmente
non puo essere modificato in una stessa edizione di un MOOC linguistico, il
fiorire del potere episodico di alcuni apprendenti (i piu centrali) che, almeno
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in parte, assumono funzioni di solito attribuite a tutor, puo fare aumentare,
complessivamente, il livello del fattore dialogo. Queste considerazioni pos-
sono fornire suggerimenti in termini di macro- e micro-progettazione dei
MOOC linguistici; sulla base dei dati raccolti e applicati al modello descritto,
incentivi piu spiccati all'interazione potrebbero, infatti, consentire di far in-
staurare reti sociali di apprendimento significativamente piu dense e coese.
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Fig. 1 Schematizzazione della distribuzione del potere disposizionale all'interno di un LMOOC

5. Conclusioni

La presente ricerca ha affrontato il tema delle forme di potere che si mani-
festano all'interno dei MOOC linguistici, con specifico riferimento alla prima
edizione del LMOOC Introduction to Italian dell’'Universita per Stranieri di
Siena, svoltasi tra il maggio e il giugno 2016. Lo studio e stato condotto nel
novero della transactional distance theory di Moore, guardando alle influenze
reciproche fra struttura e dialogo, da una parte, e forme di potere (disposi-
zionale ed episodico, in particolare) emergenti all'interno della rete sociale,
dall’altra. L'emergenza di forme di potere episodico acquisite da parte de-
gli apprendenti e stata dimostrata per mezzo di alcuni metodi propri della
data science e, segnatamente, della social network analysis. Lo studio & stato
imperniato sulla costruzione di un grafo orientato e pesato, sul quale sono
state effettuate analisi a livello di whole-network (diametro, densita, misura,
ordine, ecc.) e indagini relative alla dimensione dei singoli apprendenti (mi-
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sure di centralita statistica); queste ultime sono state poi messe in relazione
con l'insieme degli apprendenti che, stando ai dataset, hanno completato il
corso esaminato, conducendo a numerose considerazioni gia evidenziate nel
quarto paragrafo. Le risultanze del presente studio poggiano su un LMOOC
di grande successo nell’ambito dell'apprendimento della lingua italiana in
contesti massivi e per tale motivo si possono ragionevolmente considerare
solide nel fornire un contributo di avanzamento alle ricerche inscritte nel
campo della learning analytics. Tuttavia, nuove ricerche effettuate all’interno
di MOOC linguistici di italiano con le medesime metodologie qui utilizzate
potrebbero fornire ulteriore conforto alle acquisizioni sul rapporto tra ap-
prendimento linguistico e manifestazione di forme di potere in contesti mas-
Sivi.

Una direttrice di ricerca che sembra opportuno suggerire, in chiusura, e
quella, potenzialmente assai feconda, relativa all’utilizzo di algoritmi di ma-
chine learning, su tutti gli algoritmi di regressione logistica. Questi potreb-
bero fungere opportunamente da strumenti predittivi che, a partire da valori
di centralita statistica emersi dal grafo della rete sociale forniscano, anche in
itinere, un’anticipazione del possibile outcome, cioe dei risultati di apprendi-
mento, del singolo discente o di gruppi di essi piu 0 meno vasti.

6. Riferimenti bibliografici

Avelino, F. (2021), Theories of power and social change. Power contestations and their im-
plications for research on social change and innovation. Journal of Political Power, 14(3),
425-448.10.1080/2158379X.2021.1875307

Barabasi, A. L. (2004). Link. La scienza delle reti. Einaudi.

Blumer, H. (1969). Symbolic Interationism: Perspective and Method. Prentice Hall.

Borgatti, S. P, & Ofem B. (2010). Overview: Social network theory and analysis. In A. ]. Daly
(Ed.), The ties of change: Social network theory and application in education. (pp. 17-29).
Harvard Press.

Borgatti, S., Mehra, A., Brass, D. ]., & Labianca, G. (2009). Network analysis in the social scien-
ces. Science, 323(5916), 892-895.

Bourdieu, P. (1980). Le capital social. Actes de la Recherche Sociale, 3, 3-7.

Chiesi, A. (2000). L'analisi dei reticoli. FrancoAngeli.

Clegg, S. (1989). Frameworks of Power. Sage.

Coleman, |. S. (1990). Foundations of Social Theory. Westview Press.

Durkheim, E. (1996). Il suicidio. Studio di sociologia. Rizzoli (ed. or. 1897).

Goffman, E. (1969). Presentation of Self in Everyday Life. Doubleday.

Granovetter, M. (1973). The Strength of Weak Ties. American Journal of Sociology, LXXVIII,
6,1360-1380.

Grunspan, D., Wiggins B., & Goodreau, S. (2014). Understanding classrooms through social

94



Alessandro Puglisi 4. Apprendimento linguistico e forme di potere: analisi di un LMOOC di italiano

network analysis. A primer for social network analysis in education research. CBE Life
Science Education, 13(2), 167-178.

Kane, G., Alavi, M., Labianca G., & Borgatti S. P. (2013). What's different about social me-
dia networks? A framework and research agenda. MIS Quarterly, 38(1), https://dx.doi.
org/10.25300/MISQ/2014/38.1.13

Knowles, M. S. (1975). Self-directed learning: A guide for learners and teachers. Prentice Hall.

Latour, B. (2005). Reassembling the Social: An Introduction to Actor-Network Theory. Oxford
University Press.

Lukes, L. (2005). Power: A Radical View. MacMillan.

Martin-Monje, E., Castrillo, M. D., & Mafiana-Rodriguez, J. (2018). Understanding online inte-
raction in language MOOCs through learning analytics. Computer Assisted Language Lear-
ning, 31(3), 251-272.10.1080/09588221.2017.1378237

Mazzone, L. (2022). A theatrical conception of power. European Journal of Political Theory,
21(4),759-782.10.1080/2158379X.2021.1875307

Moore, M. G. (1972). Learner autonomy: The second dimension of independent learning.
Convergence, 5(2), 76-88.

Moore, M. G. (1973). Towards a theory of independent learning and teaching. Journal of Hi-
gher Education, (44), 661-679.

Moore, M. G. (2012). The Theory of Transactional Distance. In M. G. Moore (Ed.), Handbook
of Distance Education. (pp. 66-85). Routledge.

Newman, M. E. J. (2010). Networks: An Introduction. Oxford University Press.

Pappano, L. (2012, novembre 2). The Year of the MOOC. New York Times. https://www.
nytimes.com/2012/11/04/education/edlife/massive-open-online-courses-are-multi-
plying-at-a-rapid-pace.html

Pizzorno, A. (1999). Perché si paga il benzinaio. Note per una teoria del capitale sociale. Stato
e Mercato, 3, 373-394.

Puglisi, A. (2021). Le interazioni didattiche nei corsi di italiano online. Pacini.

Rogers, C. (1969). Freedom to learn. Charles E. Merril.

Scott, ]J. (1988). Social Network Analysis. Sociology, 22(1), 109-127. https://doi.or-
g/10.1177%2F0038038588022001007

Shah, D. (2020a, maggio 2). How Different MOOC Providers are Responding to the Pan-
demic. Class Central. https://www.classcentral.com/report/mooc-providers-respon-
se-to-the-pandemic/

Shah, D. (2020b, dicembre 14). The Second Year of the MOOC: A Review of MOOC Stats and
Trends in 2020. Class Central. https://www.classcentral.com/report/the-second-year-of-
the-mooc/

Sinha, T. (2014). Supporting MOOC instruction with social network analysis. https://arxiv.
org/pdf/1401.5175

Sokolik, M. (2014), What Constitutes an Effective Language MOOC?. In E. Martin-Monje & E.
Barcena Madera (Eds.), Language MOOCs: Providing Learning, Transcending Boundaries.
(pp- 16-32). De Gruyter.

Titone, R. (1976). Psicodidattica. La Scuola.

Villarini, A. (a cura di). (2020). Insegnare l'italiano con i MOOC. Pacini.

98






5. Pattern development, skills
practice and technology:
LMOOC design at Federica web learning,
University of Naples Federico 11

Ruth Kerr, Camilla Accetto, Federica Di Biase, Mary Longrigg,
Veronica Soloperto, Sofia Thomaidou, Jonathan Zerbib

Abstract: This paper discusses the experience of a team of instructional designers and
language teachers at Federica WebLearning, the Centre for Digital Education at the University
of Naples, Federico II (henceforth Federica) in designing and delivering an intermediate
level English language MOOC (English B1 Starting Out). The course was designed for
scalable, open access and targeted at the lifelong learner audience within the university’s
third mission. This paper explores the macro-design process followed by Federica. It looks
at the structured questions that formed the basis of the team brainstorming sessions, and
the rationale underpinning their answers, which led to the construction of initial design
guidelines and templates. The questions started from basic course and page structure;
choice of language variety, topics, pedagogic approaches and video format, before moving on
to the specifics of summative and formative assessment, skills development, interaction and
culture. The most significant decisions taken were around where, and to what extent, to take
advantage of new learning technologies and tools. Ad hoc learner exit-surveys provided user
feedback on the design decisions taken, which, in combination with detailed feedback from
the team, resulted in modifications and the sharpening of the design for the second edition.
After further testing, the course was again refined in line with learner feedback and the
resulting approach now constitutes the design framework for a growing portfolio of scalable
online language courses at Federica.

Keywords: English Language Moocs; Instructional Design; Language Skills; Ed-tech Tools.

1. Introduction

Federica WebLearning, the Centre for Digital Education at the University of
Naples Federico II (henceforth Federica), has a long experience of MOOC pro-
duction for scalable and open-access delivery on its proprietary platform fed-
erica.eu. When tasked with designing and delivering a free and self-learning
English language MOOC (LMOOC) for the University’s third mission, the first
step for the team of instructional designers and language teachers was to re-
view the various stages of the ADDIE! framework normally used at Federica,

! The ADDIE instructional design framework - Analyze; Design; Develop; Implement; Evaluate - was
originally developed by the Centre for Educational Technology at Florida State University for the US
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in view of the specific nature of language MOOCs, the specific topics of inter-
est within the field of LMOOC research and the fact that this LMOOC was not
planned as part of the University curricular offering. The first Analysis phase
started with an exploration of the literature and a team brainstorm. The liter-
ature highlights the potential of LMOOCs to offer “rich, flexible, and attractive
collaborative learning and social interaction” (Barcena et al,, 2014). Martin-
Monje and Barcena (2014), in the introduction to their seminal volume, also
point to the importance of giving LMOOC learners the opportunity to “develop
receptive, productive, and interactive skills in the foreign language, which
calls for a range of practice activities that engage the higher order mind”. In-
terestingly, a recent literature review (Zhang & Sun, 2023) identifies 9 topics
of interest in LMOOC research and highlights increasing scholarly interest in
participation and completion, learning effectiveness of LMOOCs and inclusive-
ness. This suggests that creating an effective and engaging learning experience
within the MOOC environment remains a challenge. Dianna Laurillard asserted
a long time ago that the design of a learning experience is the most fundamen-
tal part of online content delivery, referring to the overall design process as
a science. She placed emphasis on the creation of patterns that students can
recognise and relate to as an integral part of effective course design (Laurillard,
2012). The team engaged in a brainstorming session that focused on various
key aspects. These included identifying the target audience, determining the
types and components of language to be taught, exploring teaching and learn-
ing theories, discussing best practices, and establishing guiding concepts for
course design. All of these considerations contributed to the development of
a basic design template with the goal of fostering simplicity and familiarity.
This template provided the starting point for the first non-curricular, instruc-
tor-less Federica Language MOOC, which became the first in a portfolio that
now includes fifteen LMOOCs across four European languages at varying lev-
els. It was decided to make this first template B1 level, given the importance
of this intermediate threshold level, both in academia and in the workplace
at a national level. It was also decided to divide the B1 level into two separate
courses in line with the CEFR and Companion Volume (which they term B1
and B1 plus)? The major challenges identified in the subsequent Development
stage of the planning process centered around the feasibility of crafting an in-
teractive and engaging Language MOOC without direct teacher involvement.

Army in 1975, but has since been widely and effectively adopted in online education and training pro-
grams (Azimi et al,, 2015; Spatioti et al., 2022).

2 See chrome-extension://efaidnbmnnnibpcajpcglclefindmkaj/https: //rm.coe.int/common-eu-
ropean-framework-of-reference-for-languages-learning-teaching/16809ea0d4 and the updated
version with additions to the illustrative descriptors published in 2018, see: chrome-extension://
efaidnbmnnnibpcajpcglclefindmkaj/https://rm.coe.int/cefr-companion-volume-with-new-descrip-
tors-2018/1680787989
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Would it be possible to provide adequate feedback on a variety of language
practice activities using available software? Would it be possible to provide
the skills development that learners need, especially productive skills, using
education technologies? Would it be possible to create a learning community
with interaction between participants? Underpinning this issue was the fear
that an increased use of technology, such as avatars replacing real-life instruc-
tors, might make the learning experience more impersonal in an environment
that the literature often describes as alienating and isolating (Galusha, 1998:
11; Henderikx et al,, 2018: 4-6 and corresponding bibliography). Therefore,
during the creation of this first non-curricular Federica LMOOC3, a great deal
of attention was given to these challenges. Having identified the audience as
lifelong learners seeking to upgrade their language skills profile, relevant top-
ic-based lessons were selected and video stories with a specific set of relatable
characters were designed as the vehicle for the language presentation. In terms
of format, it was decided to separate each lesson into 3 units respectively ded-
icated to language, real-life communicative situations and skills development.
Avatars were provided to simulate the presence of a tutor to guide the students
through grammar explanations, and emphasis was put on opportunities for
peer-to-peer communication within the course via notice boards and forums.
The lessons, units and pages were all structured in the same way in a bid to
create a comfortable and familiar learning experience. In terms of evaluation
of the experience, Beta testing, pre-course and exit surveys provided extensive
feedback which informed substantial modifications to the design framework.
This new framework was applied to a second edition of the B1 course with
positive outcomes, and was subsequently used for the future LMOOCs in the
four languages at lower as well as higher levels. Feedback from platform and
learner data continue to inform the post-course analysis, ensuring constant
development in terms of learner needs and the general effectiveness of the de-
livery and content of our LMOOCs. This paper will present the macro, meso
and micro phases of the design process for Federica LMOOCs, while focusing
on how and where educational technology was used, and it also aims to offer
a critical observation of how effective or engaging the learners found the tech-
nology-oriented experience.

2. Analysis

During the Analysis phase, the team conducted a collaborative brainstorm-
ing session to delve into key questions and guide initial thoughts. Further-

3 The Federica.eu platform already hosted some language courses created by university professors
for use in blended delivery mode: Business English, Swahili and Ancient Hebrew to name but a few.
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more, in January 2021, the team leader established a comprehensive data-
base containing references to Language MOOCs across major global platforms
such as Coursera, edX, and Futurelearn. The aim was to identify various as-
pects, including MOOC types, syllabi, duration, instructional design, and core
elements, totaling over 170 Language MOOCs. This extensive research served
as valuable material for contemplation and reflection throughout the initial
brainstorming phase.

The multinational team combined a range of teaching experience in differ-
ent educational settings including both home and abroad, private and public
sectors, K12, higher education, vocational education, face-to-face, blended
and online. This range brought a variety of instructional strategies and per-
spectives to the negotiating table, as well as an international outlook. There
are few examples in literature that focus on the personal role and percep-
tions of instructional designers or course developers in the outcomes of the
design process, but Diordieva and Bonk’s recent qualitative analysis (2023)
will be used to inform the next Federica cycle of analysis and brainstorming.
The key brainstorm questions are listed below with a summary of the
resulting discussion and action points arising from them.

1. When we say “English”, what do we mean by this? Which variety /
varieties of English are we aiming to present? What are the cultural im-
plications of this?

English is the first language in 67 countries in the world*, giving rise to many
different varieties of the language. It is one of the most widely-spoken second
languages in the world, the lingua franca of choice for international organiza-
tions like the UN and the EU, as well as being used for academic and profes-
sional purposes throughout the western world. This realization led to a deci-
sion to try to teach a more global, lingua franca, version of the language, not
necessarily a simplified version, but with an emphasis on intercultural com-
munication and representation and “disregarding native-speaker features
which cause problems for learners and which are not essential for interna-
tional intelligibility®“. The aim was to expose learners to different varieties
and accents of English wherever possible, rather than opting for a national
standard with its specific grammar, lexical idiosyncrasies or accent, so as to
equip the learners to interact in international contexts. This approach would
be accompanied by a “Did you know” page, which would invite students to
explore different varieties of the language and their peculiarities. The rec-
ognition that English is often the language of the global culture industry, e.g.

* Information from Lingua Education: https://lingua.edu/the-most-spoken-languages-in-the-world/.
5 Information from the Open University https://www.open.edu/openlearn/history-the-arts/cul-
ture/english-language/global-english
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streaming services for film, TV and sport, online museums and galleries etc.
prompted the decision to also include a page called “Culture Slot”, that looked
at culture in its wider sense.

2. Which frameworks provide the reference for the definition of the
level and syllabus?
All the members of the team had previously worked with the Common Eu-
ropean Framework of Reference for languages and the Companion volume
(CEFR) (Council of Europe, 2020), regardless of the language they had taught.
It was decided to align any Federica LMOOC course with the 6 levels and 12
sub-levels of the Common European Framework, and to title the courses ac-
cordingly. The CEFR descriptors would be used to define overall learning out-
comes and objectives. The aim would be to try to see “the learner as a “social
agent”, acting in the social world and exerting agency in the learning process”,
and provide a syllabus “based on presumed needs of the target audience, ori-
ented towards real-life tasks and constructed around purposefully selected
notions and functions.”(Council of Europe, 2020) The choice of topics, form-
ing the backbone of the syllabus, were based on an analysis and selection
from the most widely-used international coursebooks at this level.

3. Which level should we start with? Who is our target audience in
this case, and what are the socio-cultural implications relating to this
audience?

The B1 intermediate level is the most sought-after level of competence
globally, as it corresponds to the Council of Europe / CEFR’s threshold level
and independent user. It is the level required in Italy for graduation from
any three-year university degree and for many public-sector job selection or
promotion procedures. As reported in a previous paper (Kerr & Reda, 2023),
although Italy does not always score highly for English language competence
in international rankings, English has been taught in schools to a B2 level
since 2004. It is therefore likely that it is the older demographic, who studied
French rather than English during their school years, who have more difficulty
upgrading their language competence in line with changing societal needs.
This difficulty is compounded by the lack of free and open general language
courses on the international platforms. Our LMOOC database demonstrated
a trend towards much shorter courses, on all the platforms, with a focus on
a specific academic or work-related skill within a specific area of applica-
tion, or with emphasis on cultural aspects of language learning®. This was re-

¢ Typical examples are Business English, Academic English, Specific Vocabulary or Pronunciation
such as: English for Interactions in the Workplace (Universita Catolica de Chile on Coursera), UQx:
Academic English: How to write an essay (University of Queensland on EdX), or English for STEM:
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cently confirmed in a new taxonomy of LMOOCs produced by Martin-Monje
and Borthwick (2023). It was therefore decided to start the exploration of
LMOOC design with a general language course at the B1.1 level. The target
audience was profiled as Lifelong Learners (LLL) in the 50+ demographic,
more specifically educated employees with some experience of the digital
world and online learning. It was imagined that many of the learners would
be Italian, that many would have families, perhaps with grown-up children
studying or working abroad, and that they may have an interest in educa-
tion and culture, in its broadest sense, as well as travel. Since the Federica.eu
platform is a university platform, it was also imaginable that there would be
a certain number of students in the audience, therefore some of the learning
objects in the course should focus on them. A compulsory pre-course survey
was designed to be embedded in the platform to explore the learner demo-
graphic and their reasons for following the course, allowing for modification
of the approach should the learners on board prove very different from the
imagined audience profile.

4. Which is the most appropriate syllabus for us?

[talian learners are used to a grammar and lexis-based syllabus, based
around thematic areas like Sport or Food, because this is the way school
textbooks are normally structured. The Federica team thought it was useful
to organize and grade the language content within a broad-based thematic
area, selecting topics in line with the specific demographic (e.g. self-care;
family; cinema). It was also decided that some task-based learning with input
of functional language for dealing with common situations at work or when
traveling should be included to support those learners whose interest is in
professional development.

5. What components of a language do we want our learners to gain
competence in? What is the impact of this on course structure / how
does this decision affect the course structure?

Essential grammar and lexical building blocks were identified, as well as
the functional language, for task-based learning components, and it was de-
cided to integrate phonetics learning within the presentation of these lan-
guage elements. In the introduction to their seminal volume, Martin-Monje
and Barcena also point to the importance of giving learners the “opportu-
nity to develop receptive, productive, and interactive skills in the foreign lan-
guage, which calls for a range of practice activities that engage the higher
order mind”. This was accepted by the team as the main aim, and resultant

Understanding engineering vocabulary (Macquarie University on Futurelearn).
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challenge, for the design phase of the LMOOC. Many learners require official
certification of their language skills so it was also decided that agnostic ref-
erences to all available international exams at the B1 level would be made
throughout the course, both explicitly and implicitly via activity and exercise

types.

6. Which teaching approaches and methods are relevant/useful?

The lengthy discussion on this point resulted in an eclectic mix of traditional
methods and approaches applied to the online environment. In Italy, as Pe-
drazzini (2018) points out, students are familiar with Communicative Lan-
guage Teaching (CLT) as “CLT orientations were boosted by school reforms
and teacher-training initiatives,” and communicative teaching principles
“were interpreted and applied in the design of secondary school textbooks
by Italian authors in the 1980s and 1990s” (ibid.). It was thus decided to
use English as the language of instruction, to promote opportunities for dis-
cussion around real-life and personalized tasks, but to offer some language
support in L1 in line with an accepted academic standpoint that language
learners naturally assimilate L2 information via their L1 processing (Topols-
ka-Pado, 2010) and that today’s language learners have become members of
a digital multinational community in which they have to be able to function
as translators and/or interpreters (Topolska-Pado, 2010). The importance
of repeated practice and habit-based learning was acknowledged because,
although in recent years education has tended to favor what Oakley refers to
as “deliberative and declarative learning”, and has dismissed the “procedural
system as the domain of undesirable “rote” learning”, repetition is what en-
ables learners to deal with the intricacies of foreign languages and build an
unconscious, automatic and fluent language repertoire (Oakley & Sejnowski,
2022).0One of the main elements of cognitive theory that was adopted was the
zone of proximal development, primarily for reading and listening texts, as
well as a deliberate attempt to lower the affective barrier (Krashen 1981). In
terms of constructivist theory, although the learning objectives would mainly
fall within the lower levels of Bloom'’s taxonomy (Bloom, 1956; Anderson &
Krathwohl, 2021; Sneed, 2016 and corresponding bibliography), some effort
would be made to offer activities based on analysis or creation to engage the
higher order thinking skills.

7. What do we understand by the term learning? What practices do we
think are effective for our chosen audience?
Active learning has long been considered the only way to get students in-
volved in their own learning processes. Developed by Chi and Wylie (2014),
the ICAP framework categorizes and describes four stages of engagement:
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Interactive, Constructive, Active, and Passive. Thanks to the range of techno-
logical resources available, LMOOCs can offer a motivating active learning en-
vironment with colorful visual content from sites such as Canva and the vari-
ety of interactive Moodle and H5P activities’. In a Language MOOC (LMOOC)
setting, students possess inherent empowerment in their learning processes
due to the autonomy provided within this environment. The choices of when,
where, how long and what to learn become the individual learner’s decisions.
The language content presentation allows the learner to repeat, experiment,
self-evaluate and self-correct, giving them control over their language acqui-
sition processes. This provides engaging passive and active learning oppor-
tunities. T. Jacob and S. Centofanti emphasize that the variety of H5P activi-
ties enables learners to actively participate in their learning processes by al-
lowing them to “make decisions about their learning of the content” (2023).
The activities in unit 2 specifically focus on language acquisition aligned with
the principles of connectivism, emphasizing the learning of communication
through interaction in the target language (Flores, 2015). Learners are asked
to apply functional language in realistic everyday communicative tasks, such
as emails of enquiry or complaint, filling out forms, sending and receiving
informative messages, etc. Jacob and Centofanti also mention the interac-
tive video content available in H5P as an example of how active learning is
encouraged and go on to say that follow-up activities involve the students in
the constructive phase. The last interactive stage of engagement is, of course,
the greatest challenge for an LMOOC, but despite the limitations on inter-
action between peers, given the numbers involved in a MOOC by definition,
the literature highlights the potential of language MOOCs to offer “rich, flex-
ible, and attractive collaborative learning and social interaction” (Barcena et
al.,, 2014). In fact, students can be provided with ample space for valuable
peer-to-peer interaction through technology such as Padlet, as well as being
able to exchange information, opinions and other communications through
the forums available®. Federica has a policy of encouraging self-learning and
learner exploration of relevant quality resources on the wider Web, and, be-
cause of the wide use of English on the Web for news and information sites,
as well as other language-learning resources, it was decided to recommend
further study via links to other sites.

7 H5P is a plugin tool that helps produce and run interactive content and interactive videos within
LMS. Despite being online since 2013, the literature has given little space to critical review of the ef-
ficacy of using H5P resources to improve student learning outcomes. Few and recent exceptions are:
Jacob & Centofanti, 2023; Maher, 2023; Mutawa et al., 2023; Selvarasu et al,, 2020; Sinnayah et al,,
2021; Wilkie et al., 2018.

8 On the effectiveness of integrating Padlet within a MOOC, see: Cinganotto & Cuccurullo, 2015; Lau-
rillard, 2016.
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8. Based on the team’s own language teaching and learning experi-

ences, is there anything we want to conserve or reject? Are there any
keywords or concepts that we want to adopt as guiding principles?
One of the team'’s primary goals was to establish a meaningful learning ex-
perience. This involves crafting content that not only motivates learners to
engage with it but also encourages them to stay committed and learn from it.
The emphasis is on creating content that is perceived as important for their
skills development, (Novak, 1998) or out of a more emotional feeling of iden-
tification with what they are reading, watching or listening. That is why ste-
reotyping of race, gender, age, relationships, social class and any other kind of
socially-constructed cliché was something the whole team was keen to avoid.
This was also a pivotal time in history, in 2020/2021, when intersectionality
(Crenshaw, 1989) was being brought to global attention and discrimination
issues were being tackled in many countries through movements such as
#MeToo and BLM. The course was also designed and produced in a Covid
world, so the team was keen to acknowledge the pressures and stresses that
people were under at the time due to the enforced lockdowns, including
working and schooling from home, loneliness and mental health. The con-
cept of “inclusiveness” was not formalized in the design model, as was the
case in subsequent work at Penn University (Gamrat et al., 2022), but the
design aimed for respect, representation, access, and communication.

The third key concept that was adopted was the importance of using lan-
guage in context. It was decided to present the lesson’s main grammar and
vocabulary input through functional/situational animated videos where a
group of characters would carry forward a narrative around personal issues
and/or daily activities, but would also embody several identities of different
ages, gender, romantic orientation, as well as different varieties of English.
In line with Krashen’s “i+1 input theory” (Krashen, 1981), the new language
would then be broken down in the following pages and reinforcement exer-
cises would be provided.

9. Based on our exploration of language courses on the major plat-
forms, what are examples of best practices that we want to adopt?
A crucial step in the preparation stages of course design was the team’s con-
tinual exploration of LMOOCs from 2019 onwards, on the major international
MOOC platforms (Coursera, edX, Futurelearn, etc.). LMOOCs were defined as
“language-learning courses,” and were divided into three categories: English;
European; non-European languages. Particular attention was paid to which
types of assessment were favored - formative and summative - and how they
promoted engagement and interaction between the user and the content or
between users, peers and instructors. While it is not possible to discuss our

105



Ruth Kerr et al. 5. Pattern development, skills practice and technology:

observations in detail, it is important to highlight that certain features and
creative ideas inspired the team and were applied to the B1.1 English course.
For example, from the Italian language courses’® provided by POK, the plat-
form of the Politecnico di Milano, we appreciated the idea of producing situa-
tional 2d animation videos to present the lesson’s relevant grammar and vo-
cabulary. The Wellesley College and the Politecnico di Valencia LMOOCs™ on
the edX platform showed how H5P could be used to create a range of closed
and open activities to provide language practice and passive and productive
skills development. The B1 French course on FUN offered useful examples of
pronunciation development including word and sentence stress. The discus-
sion forums for learner comments that are the hallmark of the Futurelearn
instructional design were also adopted in part by the Federica team, as a way
of promoting learner interaction as well as providing valuable writing prac-
tice on a language course.

10. What are the technical affordances or limitations of the Federica

Moodle-based platform and Federica Production Workflow for delivery
of an interactive learning experience?
Moodle is a popular choice for universities and institutions worldwide be-
cause it is efficient and flexible, and the backend is easy and intuitive to use
for content creation and course management. The Federica version offers a
clear visual identity and a carefully-designed user experience. However, the
platform only allows for the creation of basic interactive exercises like true/
false and multiple-choice quizzes, polls and discussion forums. To enhance
learner engagement, the team decided to integrate some supplementary
tools, such as H5P, AnswerGarden!?, Canva and Padlet, which would allow for
a much broader range of interactive exercises. One of the pressing tasks was
to investigate the full range of H5P exercises available for skills-based learn-
ing e.g., essay writing, translation and speaking.

11. What kind of assessment do we want?
As stated above, one of the major aims was to provide a sufficient quantity
and range of practice activities to enable learners to develop their language
skills and gain confidence with some of the basic building blocks of the lan-
guage. It was decided to offer these activities as formative tasks, mainly using
external tools, therefore without tracing or calculating student results and
cumulative performance and with an unlimited number of attempts. Instead,

° Benvenuti in Italia! Orientarsi con l'italiano - Part 1; Benvenuti in Italia! Orientarsi con l'italiano -
Part 2.

10 Ttalian Language and Culture: Beginner (x4 courses).

1 AnswerGarden is a free tool to collect instant feedback. It allows to ask questions and visualise
answers as a shareable Word Cloud. See: https://answergarden.ch/.
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at the end of each lesson, a 10-question multiple choice quiz was added,
which could be constructed on Moodle and could therefore contribute to an
overall student grade. This quiz would be offered as a summative quiz with a
70% pass rate, and a Federica certificate of completion would be awarded to
learners who completed 100% of the learning content and passed the quiz-
zes with an average of over 70%.

3. Design

This whole analysis phase fed into the creation of a basic design template of
a 6-week course with one topic-based lesson per week. Each lesson is made
up of three units. The first unit focuses on grammar and vocabulary acquisi-
tion with interactive exercises to consolidate the new information. Progres-
sive scaffolding is the key here, moving from simpler to more complex ac-
tivities, providing learner support also via bilingual dictionaries and some
references to L1, and carefully embedding reuse of new language from pre-
vious lessons in the learning objects. The basic vehicle for introducing the
language is the animation video, with one scene from everyday life around
the target topic. The second unit offers concrete real-life communicative sit-
uations, like booking a restaurant, solving a problem in a hotel or completing
a visa form, in which learners have the opportunity to apply the language
acquired in the first unit. In the third unit, the focus is on developing the
four skills - so reading, writing, listening and speaking, with learning activ-
ities that work towards the modes of communication - reception, produc-
tion, interaction and mediation - that now form the basis of the European
Framework descriptors. In subsequent editions of the course, it may be ad-
visable to align unit 3 more closely with these new descriptors. In this first
edition, efforts would be made to ensure that the content of the skills work
was topical and relevant to the target audience by using, for example, au-
thentic newspaper and web articles, podcasts etc. The basic timeframe was
set for all courses at 6 X 4 hours per lesson = 24 hours. As stated above, the
delivery of familiar user-friendly content is key to an effective online learning
experience. In line with this, all lessons and all units have exactly the same
structure whichever language MOOC users follow on the Federica platform.
The emphasis has been placed on maintaining consistency in the order and
structure of pages within the units. In Unit 1, users can consistently expect
a sequence starting with a video, followed by video comprehension, gram-
mar focus, and then grammar practice, maintaining this pattern throughout.
In Unit 3, each skill is allocated its own page, and the unit concludes with a
downloadable dictionary of key terms. Federica colors, predominantly blue,
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yellow and white are used throughout, and the position, dimension, and type
of the numerous images used as didactic support, or simply decoration, is
always the same; uniform use of fonts, bold and italics, indentation etc. is
guaranteed via a detailed editorial policy document, and, over time, more at-
tention was paid to providing a shorter and uniform page length. Last but not
least, Eureka was introduced. A friendly, genderless mascot-tutor, who would
introduce and explain more difficult language concepts, offer a personal and
reassuring presence and welcome and encourage users to start a conversa-
tion in the discussion forums.

Learner engagement would be encouraged by interaction on 3 different
levels; interaction with the learning content via a series of closed activities
(e.g. drag n drop, gap fill where there is only one correct answer), via a selec-
tion of open activities (e.g. dictation or essay or speak the word, which are
much more complex for the course developer to create as there are multiple
“correct” answers) and interaction with peers and instructors via discussion
forums or Padlets provided in each lesson.

4. Development

The development phase consisted in the macro planning of each teaching
unit - content or activity type - followed by the micro-planning of each page
of each unit within a shared project folder on Google drive. Individual mem-
bers of the team took responsibility for creating one unit at a time, followed
by a cycle of critical evaluation, review and improvement on the part of the
team. Checks were made to make content as inclusive, engaging and rele-
vant as possible at the macro and micro levels. The creation of the animation
videos was key to the development stage. A detailed bible of characters was
defined in order to: create real-life stories that the audience could relate to;
provide a series of realistic locations and scenarios that reflected the learn-
ing outcomes; include diverse ethnicities, ages, interests; create connections
between Italy and English-language learning; provide flexible opportunities
for adding new characters in the future. The scripts were then produced, re-
viewed and developed as 2d Vyond-animated videos. In the first edition of
the course the characters’ voices were recorded by real people with different
varieties and accents, but from the second edition onwards, the voices were
artificial and created with Synthesia'?. These videos are the first language
content of each lesson and are followed by the repetition of the video with

12 Synthesia is a synthetic media generation platform that allows the creation of Al generated video
- or audio - content by turning text into videos with Avatars and voiceovers. See: https://www.synthe-
sia.io/homepage.
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embedded closed comprehension questions to be answered at specific cru-
cial times.

After the animated video, the pages within unit 1 are dedicated to the form,
meaning and use of specific grammar and lexical groups. In the initial version
of this course, the grammar focus page consisted of a written explanation
and a downloadable PDF document. In subsequent editions, it was decided
to present the grammar through animated videos featuring an Al avatar.
The Synthesia application made it easy to create these videos, which were
crafted following a standardized template using Federica’s designated colors
and specific fonts. The preference for grammar videos over written explana-
tions is underpinned by several key advantages. Firstly, learners assimilate
grammar rules through a combination of written and spoken information,
which proves particularly valuable for phonetic aspects. Secondly, animated
visuals highlight specific aspects of grammar rules, such as word endings and
spelling variations. These nuances can be challenging to convey through text
alone, whereas simple color changes and strategic underlining effectively
clarify them. Lastly, the presence of the Al avatar introduces a vital element of
companionship, helping to alleviate the inherent solitude of online learning.
We deliberately maintained the same avatar throughout the entire course,
fostering a sense of familiarity that enhances the overall learning experience.

Pages of grammar, vocabulary or pronunciation presentation are always
followed by formative assessments to enable learners to practice the lan-
guage. Units 2 are made up of situational tasks with interactive exercises
which enable learners to explore different forms of functional spoken and
written communications, from emails and Whatsapp messages, to filling in a
form to apply for a visa or summer school, to problem-solving conversations
with hotel staff, potential employees or colleagues. This Unit has an average
of 6 pages including the “Did you know” and “Culture slots”. It is followed by
the third and last unit which is dedicated to the development of the 4 skills:
reading, listening, writing and speaking; a page for each one consisting of
original or authentic texts and tasks. Finally, all lessons were concluded with
downloadable PDFs of the grammar and vocabulary presentations, as well
as the Dictionary page—a bilingual English-Italian glossary of key words en-
countered. Each lesson concludes with a final summative quiz consisting of
10 closed questions.

5. Delivery

The first B1 course, entitled English Starting Out B1.1, opened in May 2021
and the first edition concluded in September of the same year when the au-

109



Ruth Kerr et al. 5. Pattern development, skills practice and technology:

dience reached the then platform capacity of approx. 8,000 active learners. It
was decided to open all lessons of the course at once, rather than weekly, to
offer learners more flexibility in terms of time management in this self-paced
environment and delivery mode. Further specifics regarding the delivery of
this course were the availability of 1 hour of tutor time weekly, the opportu-
nity to visit and participate in the discussion forums with replies, comments
and likes and, as reported in a previous paper (De Notaris et al., 2023) the
successful integration of an open live session once a week on the Engageli
platform to provide an opportunity for communication practice, community
building and problem-solving.

6. Evaluation

In order to measure course outcomes and impact more precisely, entry and
exit surveys were created ad hoc. The pre-course surveys were compulsory;
the exit surveys were only completed by learners who reached the end of the
course.

The pre-course survey, with 5,229 respondents, aimed to find out who the
learners were and their reasons for choosing the course. It focused on demo-
graphic data like gender, age and employment status and also asked about
learners’ motivation for enrolling and their experience with online learning.
The enrolled learners turned out to be mainly women (60.8%), middle-aged
(over 50% were between 40 and 59 years of age) with a medium-high so-
cio-economic position; the two main occupational categories were intellec-
tual and scientific professions (34.71%) and office employees (31.35%). The
majority of the learners (95.7%) were Italian speakers and 57.31% of re-
spondents reported fluency in a second language, and 67,1% of those in Eng-
lish. In terms of their motivation for enrolment, the most significant response
(at 52.7%) was a desire to improve their language skills for work or profes-
sional development. They were not new to the online environment; 62.6%
had participated in e-learning and/or MOOCs prior to their enrollment in the
English B1 course. These findings confirmed that the audience on board was
a close match for the target audience defined by the team at the initial stages
of the design process. Fortunately, the selection of thematic areas, characters
in the animation videos, and workplace and travel-based learning scenarios
appeared to align well with the actual MOOC audience’s potential learning
needs and interests.
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6.1 Exit survey: data and reflections

The analysis based on the exit surveys comprised 244 questionnaires from
a total number of 255 collected, showing a completion rate of 4,8%. This fig-
ure can be used as an indicator of success, as average completion rates in the
open and free environment of MOOCs stands at approximately 3%.

The questionnaires were delivered in the period between 06-05-2021 and
30-09-2021. They were made up of 15 closed questions and a single open
one, and were designed to gather user information and feedback on the
course design and learning activities. There were also 5 questions related to
platform navigation and the browsing experience-However, it is beyond the
scope of our discussion to address this matter here.

While it is not possible to explore in detail all the results of the analysis in
this paper, it is crucial to shed light on key information that we focused on
to improve the design framework and development of subsequent language
courses. The population of completers mirrors that of the user demographic
overall, being mainly quite well-educated women of 40-59 years old working
in intellectual professions. These data have helped to consolidate and im-
plement subsequent persona analysis and have contributed even further to
framing our specific content and learning objects?3.

Users were asked to state the perceived difficulty level of the course. An-
swers show that, generally, the level at which the content was pitched was
suitable, with only 6.7% of the participants perceiving the course as “easy”,
and 9% of users feeling it was “difficult”. 0.4% found it “too difficult”, but still
completed the course.

Given the importance of collecting feedback on the course content, partic-
ipants were asked to rate each course activity and each representative item
within each activity!* from 0 (unuseful) to 5 (very useful). The overall feed-
back attests a point higher than 4. The most appreciated sections, in terms
of scores, turned out to be those of grammar and vocabulary, although these
kinds of materials can easily be learnt from any number of books or other
websites. Yet, surprisingly, Padlet, Forum and Podcasts got the lowest scores
(3.95). Many students do not like participating in group activities, and men
voted these participation tasks more negatively than women; audio clips
were mostly voted negatively and revealed some problems that were later
clarified by some participants in the final question.

13 More specifically, participants who gained the final certificate and completed the final survey iden-
tify themselves 56,1% as women, 43,1% as men and the remaining opted not to answer this question.
In terms of gender data, users who completed the course show a reduction of the initial gender diffe-
rence of 4%.

14 The total number of the chosen item is 12 and the utility index of activities was divided into 4 cate-
gories: low (0-15), medium-low (16-30), medium-high (31-45) and high (46-60).
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The final question was open and aimed at collecting as many suggestions
as possible. 10.2% of participants did not suggest any changes and 14.2%
said they were satisfied with the course as it was. However, 80% wrote some-
thing. The high number of comments is informative in itself as an indication
of the level of engagement of users within the course.

Suggestions can be aggregated in three main groups: listening, grammar
and technical issues.

Several users expressed dissatisfaction with the listening activities. Despite
the reported difficulties that Italian learners encounter with English pronun-
ciation and with listening comprehension (Wheelock, 2016), users did not
appreciate the effort to provide numerous opportunities for listening prac-
tice and to find different native speakers with different accents. Likewise, the
animation videos presented certain issues, like insufficient or inconsistent
audio quality, speakers’ difficult pronunciation and dialogues that were con-
sidered too fast.

Moreover, some users flagged occasional technical issues with some spe-
cific exercises, namely Drag and drop and Speak the word, as well as other
minor technical difficulties with the platform.

6.2 Improvement cycles: from course feedback to design modification

Considering the survey results, we made some significant changes to de-
sign an updated version of the same course, which were appreciated by
users. These changes were then integrated within the design template and
implemented on all subsequent language courses. The following paragraph
explains these improvements.

The integration of forums and spaces for interaction and community-build-
ing was a deliberate design choice within the course, deriving in part from
the success of LMOOCs delivered on other platforms'® and from the broad lit-
erature base that attests to the importance of this kind of activity (Galikyan,
2021, with corresponding bibliography). Although not all our learners ap-
preciated them, we decided to preserve them, but with a few modifications:
the overall number of forums that learners were asked to contribute to was
reduced; Padlets were favored above Moodle forums because they are em-
bedded on the page, offer a variety of layouts and design options and allow
for uploading of photos and graphics. They promote and facilitate real-time
interaction among students and showcase class reflections (Fuchs, 2014). Ef-

15 See paragraph above “Based on our exploration of language courses on the major platforms, what
are examples of best practices that we want to adopt?”
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forts to propose more personal opinion and creative discussion questions
were also made.

In relation to listening activities, we opted to create all the video and audio
clips using Synthesia software in order to ensure consistency, quality and va-
riety. Moreover, we added downloadable video and audio transcripts to sup-
port learners with a written source, offering them the opportunity to always
verify their understanding. The shift towards artificial intelligence came nat-
urally following the audience feedback on the audio quality not being con-
sistent for all the characters, and in line with the team’s vision of global Eng-
lish. In fact, as imperfect as synthetic voices may be, they provide consistent
quality and a broad range of alternatives in terms of language variety (e.g.,
Australian, Canadian, Indian, South African) and accents (e.g., natural, lively,
professional). It is also much simpler, cheaper and quicker to work with the
robots than source native-speaker voiceovers.

As grammar and vocabulary sections scored very highly, we decided to re-
inforce them by introducing new material such as grammar and pronunci-
ation videos. Moreover, we also created far more interactive H5P exercises,
such as gap fill, drag the words, drag n drop, mark the words and crosswords,
to help learners practice with lexis, grammar and pronunciation.

Other significant changes arising from the learner feedback was to stream-
line and focus the units even more: the “Culture” and “Did you know” slots
were deleted and page length was reduced. Activities that did not develop
specific communication or reading skills were also eliminated, as were a
number of links to external sites, such as those to other language-learning
websites. This was partly because sending Federica learners elsewhere felt
like undermining the value of our own course, and partly due to the off-put-
ting publicity many of the external sites had. It was also decided to add more
translation support in Italian, particularly at lower levels and for sections
designed to present or clarify language rules or systems.

7. Conclusions

The initial intent, and attempt, to design and develop an online language
course that offered skills development and an engaging learning experience,
by relying on educational technologies to provide interaction with the learn-
ing content and the learning community, as well as to provide a valid alter-
native to a teacher presence, would seem, in part, to be successful, if num-
bers of active learners, completion rates and learner satisfaction rates are
used as indicators. However, the most successful aspect of the design and
development experience was deemed by the team to be the constant cycles of
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feedback, modification and updating that were an integral part of the overall
process. These cycles have ensured that the design framework for individual
language courses remains flexible and relevant, while evolving in line with
learner needs and the fast-changing opportunities offered by educational
technologies, but also with the changing needs of the Federica center for dig-
ital learning and its diverse stakeholders and clients. Since the release of the
second edition of the B1.1 course, a further 13 language courses have been
produced in a similar way and, as reported in Kerr and Reda (2023), modi-
fied, and more personalized versions of the courses are being used as part
of MOOC-based training packages for Continuous Professional Development
within various sectors of the public administration. Meanwhile, in the open
environment, some of the long-term aims include the animation of the Eureka
mascot combined with further exploitation of generative Al like chatGPT, to
develop their role as tutor further through reflective questions in response to
identified learner errors, and even through embedded conversation practice.

There are numerous sophisticated approaches to enhance an LMOOC, and
the continuously evolving online environment, driven by advancing technol-
ogies, guarantees the potential for ongoing changes. Like a favorite plant, any
LMOOC always needs careful nurturing and pruning, to make sure it flour-
ishes and continues to be relevant.
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6. Desenvolvimento de competéncias comunicativas
e relacionais em portugués
lingua ndo materna: para o desenho de um LMOOC

Jodo Morais, Fatima Outeirinho

Abstract: The potential for access and networking offered in particular by mobile technology
can be put at the service of teaching and learning a non-mother tongue language through
the design of a LMOOC. However, other issues must be taken into account when it comes to
considering a geographically dispersed and diverse target audience, namely Portuguese as
a non-mother tongue learners, in order to build a learning community. Considering diverse
groups of target students, Portuguese as a Heritage language, Portuguese as a Foreign
language and Portuguese as a Host language, the aim is to think how the use of LMOOCs
can not only favor the development of learner’s communicative and relational skills in a
plurilingual and multicultural society, but also contribute to the reinforcement of their
affective bond with the language and their feeling of belonging to the linguistic and cultural
community(ies) associated with the target language. Aiming to answer the question, “To
what extent can mobile assisted LMOOCs favor affective ties with the target language in
Portuguese as a non-mother tongue learning context?”, in this article, we will start by briefly
analyzing the syllabus and language as a formal system and scrutinize in more detail cultural
and emotional issues which are important to consider when designing a LMOOC. Finally,
we will discuss the importance of teacher-learner and learner-learner relationships in a
community generated by a LMOOC.

Keywords: Teaching and Learning; L2 Portuguese; Mobile Technology; LMOOC; Affective
Issues.

1. Introdugdo

ensar o ensino e a aprendizagem do Portugués como Lingua Nao Materna

(PLNM) pode significar ndo apenas trabalhar uma lingua ancorada na
diversidade do seu pluricentrismo, mas também ter de lidar com uma di-
versidade, ndo negligenciavel, de condi¢des sociopoliticas e culturais mar-
cadas, no que toca aos grupos de aprendentes. A rodear a complexidade do
quadro desafiante que o professor ja experimenta, e numa partilha cultural
entre professor e estudante e entre estudantes, situa-se, ainda, um ambiente
digital a inscrever, no quotidiano, praticas transversais as diferentes areas
da vida humana, atingindo o préprio espacgo de a¢do educativa. Tal impacto
encontra-se refletido num uso de meios tecnolégicos, desejavelmente inves-
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tidos de uma pedagogia digital que estimula a autonomia da aprendizagem e
a interacao, através da promoc¢ao de processos colaborativos e cooperativos
entre pares.

De entre as vastas possibilidades que uma tecnologia digital oferece e que
pode apoiar o desenho de cursos online, queremos debrugar-nos, nesta oca-
sido, sobre os Language Massive Open Online Courses (LMOOCS) com vista a
aprendizagem de uma lingua ndo materna, com maior enfoque nas realida-
des especificas do ensino do Portugués como Lingua Nao Materna: Portugués
Lingua de Heranca (PLH), Portugués Lingua Estrangeira (PLE) e Portugués
Lingua de Acolhimento (PLA).

Se, como, ja em 2015, Barcena Madera e Read observavam, os

MOOCs have a great potential for second language learning (henceforth, 2LL) because,
amongst other things, the large number of students that take part in them represent
a varied, extensive and geographically dispersed community for communication,
collaboration and the development of fundamental competences for the correct,
adequate, and skillful use of the target language. (p. 30),

ndo ha como nao reconhecer a necessidade de desenvolvimento de MOOCS
para a aprendizagem de lingua, que acolham, de um modo mais explorado,
dinamicas a apoiar grupos singulares de aprendentes, numa estrutura nao
exclusivamente orientada para um contetido que elege quase s6 uma abor-
dagem da lingua enquanto sistema formal. Com efeito, trata-se de apostar na
criacdo de comunidades de aprendizagem a partir de um conjunto de tragos
que aproximam os diferentes aprendentes, respeitando as suas diferencas a
nivel identitario e sociocultural. Neste mesmo sentido, lembrar o alerta de
Arnold e Brown (1999) - “Attention to affect can improve language teaching
and learning, but the language classroom can, in turn, contribute in a very
significant way to educating learners affectively.” (p. 3) - parece-nos primor-
dial, uma vez que, embora refiram o contexto de sala de aula, as conside-
ragdes dos autores sio transversais aos espacos online de aprendizagem. E,
portanto, necessaria a criagdo de uma comunidade inclusiva em que o Eu e o
Outro dialoguem e partilhem as suas realidades proprias de forma livre.
Aproveitando o quadro digital global em que nos movemos na atualidade,
cabe ao docente dele tirar partido e contribuir com o desenho de formagoes
que respondam as necessidades e desafios do seu publico-alvo, demons-
trando-se sensivel e empatico face ao Outro e nunca perdendo de vista os
objetivos estabelecidos pelos documentos de referéncia que norteiam o en-
sino de linguas ndo maternas (como, a titulo ilustrativo, o Quadro Europeu
Comum de Referéncia para as Linguas (2001) e o seu sucedaneo Companion
Volume (2020)) e os Objetivos de Desenvolvimento Sustentavel estipulados
pela ONU. Este processo de adaptagao ao publico-alvo podera passar, desde
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logo, pela aposta numa perspetiva acional de ensino-aprendizagem que po-
tencie o desenvolvimento de competéncias praticas (linguistico-comunicati-
vas, culturais e relacionais) passiveis de aplicagdo na vida offline do apren-
dente. Para tal, é necessario conhecer as semelhancas e dissimilitudes dos
grupos de aprendentes que se poderao inscrever na formacao online, pois
s6 assim o LMOOC proposto podera corresponder aos objetivos préprios da
comunidade de aprendentes. No caso do ensino de PLNM, a comunidade de
aprendentes é deveras heterogénea e, por essa razao, ha um grande leque de
possibilidades exploratorias da lingua e da cultura que se apresenta a nos
docentes.

Tendo em conta a existéncia de uma enorme comunidade de potenciais es-
tudantes de Portugués como Lingua Nao Materna, geograficamente dispersa,
e marcada pela diversidade e as possibilidades oferecidas por uma tecnologia
que permite a criacdo de uma comunidade de aprendizagem sem ancoragem
espacial e aberta a um vasto publico de usuarios, procuraremos responder
a seguinte questao: em que medida LMOOCS assistidos por tecnologia movel
podem favorecer o estabelecimento (ou, dependendo dos casos, o fortaleci-
mento) de lacos afetivos com a lingua-alvo, no caso em apreco, na aprendiza-
gem do Portugués como Lingua Nao Materna?

Considerando diversos grupos-alvo de estudantes de PLH e PLE, em Franga,
bem como de estudantes de PLA, em Portugal’, propomo-nos pensar como
o uso de LMOOCs assistidos por tecnologia movel pode encorajar o desen-
volvimento das competéncias comunicativas e relacionais do aprendente
plurilingue e pluricultural do século XXI, contribuindo desta forma para o
reforco do seu vinculo afetivo com a lingua e do sentimento de pertenca a co-
munidade(s) linguistica(s) e cultural(is) associada(s) a lingua-alvo. Tal afigu-
ra-se-nos particularmente relevante quando se trata de considerar publicos
especificos como aqueles de que nos ocupamos no presente estudo. Assim,
num primeiro momento, caracterizaremos os trés publicos-alvo de PLNM an-
teriormente referidos e, num segundo momento, teceremos consideracdes
sobre o lugar das emog¢des no processo de ensino-aprendizagem, para, num
ultimo momento, identificarmos um conjunto de salvaguardas a ter em linha
de conta quando se trata de pensar o desenho de um LMOOC para esses gru-
pos.

1 A escolha destes grupos de aprendentes deriva da nossa experiéncia profissional como docentes de

PLE e PLH, em Franga, e formadores de PLA, em Portugal. Apesar de as nossas consideragdes partirem
desta amostra de analise, acreditamos que as consideragdes por nds tecidas a propésito do lugar das
emoc¢des no processo de ensino-aprendizagem (na sua vertente digital) e as salvaguardas deixadas
para a conce¢do de LMOOCs para os grupos em analise poderao ser transversais a multiplos contextos
de ensino do PLE, PLH ou PLA.
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2. Uma comunidade dispersa e diversa

Comecaremos assim por distinguir os dois publicos-alvo que se encontram
em contexto francéfono, cujas especificidades nao devem ser esquecidas
aquando da concecdo de um projeto de ensino-aprendizagem por intermé-
dio de plataformas digitais. Tanto os alunos de Portugués como Lingua de
Heranga (segunda ou terceira geracao) como os alunos de Portugués como
Lingua Estrangeira tém em comum o facto de residirem em Franca e, regra
geral, terem sido escolarizados em lingua francesa. No entanto, seria erréneo
considerarmos ambos os publicos como semelhantes face a aprendizagem da
lingua portuguesa, desde logo por razdes de ordem histérica que marcaram
as mentalidades portuguesas e francesas e as quais devemos estar atentos
enquanto docentes.

Como é consabido, na segunda metade do século XX, tiveram lugar vagas
migratdrias de portugueses para Franca, devido, por um lado, a situacao de
fragilidade social e econdmica do pais e, por outro lado, as politicas autori-
tarias de Salazar, o que conduziu a que, entre o final dos anos 50 e os prin-
cipios dos anos 70, mais de um milhdo de portugueses partisse para Franca
(Pereira, 2012). Tal afluxo demografico, fez com que a lingua portuguesa co-
mecasse a ser tida em conta no sistema de ensino francés, havendo cada vez
mais instituicdes de ensino a propor o portugués como lingua opcional, de
modo a dar resposta a chegada progressiva de familias de migrantes cujos
filhos ingressavam no sistema escolar, na sua maioria sem qualquer conheci-
mento da lingua francesa (Faneca, 2013; Sousa, 2013).

Na contemporaneidade, o ensino do portugués em contexto francéfono é
maioritariamente assegurado por instituicdes vinculadas ao Instituto Ca-
moes, mantendo-se igualmente aberto em algumas escolas primarias, basi-
cas e secundarias e em percursos no ensino superior.? Todavia, é percetivel
que o paradigma mudou ligeiramente e que o ensino da lingua portuguesa se
expandiu ao publico francéfono, nao se limitando mais ao publico lusodes-
cendente. Podemos ainda ressaltar que o ensino do portugués em contexto
formal de aprendizagem tem vindo a sofrer uma redu¢do em algumas re-
gides, pois, apesar de a Franca oferecer aos jovens em contexto escolar uma
variadissima panoéplia de linguas vivas, esta oferta acaba por ser desigual e
impossivel de realizar na pratica (Faro-Hanoun & Porcher, 2001). Paralela-
mente, tem sido observavel uma aposta no meio associativo como espaco
de difusdo da lingua portuguesa, sendo este mais voltado para os possiveis
aprendentes de PLH. Em Franca, o espago associativo é ainda visto por mui-

2 “Aprender portugués em Franga”, https://www.epefrance.org/menu/aprender-portugues-em-fran-
ca/ (consultado a 20 de junho de 2023).
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tos como um local de transmissdo e conservacao dos valores e tradicoes de
uma cultura minoritaria (Faneca, 2007).

O fluxo migratério a que fazemos alusao tem um grande impacto na confi-
guracao sociocultural e mesmo identitaria dos portugueses de segunda ou
terceira geracdo de emigracdo que se encontram a residir em Franca, com
consequéncias para a relacao que estes estabelecem com a lingua. Como uma
grande parte dos emigrantes da segunda metade do século XX fizeram a tra-
vessia de uma forma clandestina e eram originarios de meios sociais desfa-
vorecidos, existem, ainda hoje, estereotipos e clichés associados a este povo
que circulam no imaginario francés e que nao sao benéficos para a difusao do
portugués. Estas ideias pré-concebidas poderdao também ser uma das causas
para a rejeicdo da lingua portuguesa, por parte dos falantes de heranga, uma
vez que esta se pode ter tornado uma heranca indesejada e um motivo de
retraimento face aos membros da comunidade maioritaria (Melo-Pfeifer &
Schmidt, 2012). A nosso ver, esta rejeicdao da heranca linguistica ocorre, com
alguma frequéncia, devido a associacao da lingua e da cultura portuguesas
ao universo familiar e a uma vivéncia marginal, tanto a nivel geografico como
simbélico (Coutinho, 2009).

Nas palavras de Valdés (1995), a lingua de heranga é um conceito que gra-
vita entre a lingua materna, a lingua de origem, a lingua dos imigrantes, a
lingua comunitaria ou ainda a lingua de casa. Esta associacao da lingua de
heranca ao universo da familia e dos amigos proximos prende-se com o facto
de, em muitos casos, os falantes de heranca (de segunda ou terceira gera-
cdo de emigracao) apenas comunicarem nesta lingua numa idade precoce e
sobretudo em contexto familiar (Flores & Almeida, 2017) e de oralidade. O
input (e output) oral nesta lingua vé-se reduzido ap0ds a entrada da crianc¢a no
sistema de ensino da sociedade de acolhimento. A lingua maioritaria passa
a ser a principal lingua de comunicacao e socializacdo da crianga, podendo
mesmo comegar a constituir uma das linguas de comunicagdo no seio da pro-
pria familia (Flores & Melo-Pfeifer, 2014). Em alguns casos, o facto de viver
entre duas linguas e duas esferas socioculturais pode levar o individuo a sen-
tir uma certa fragmentacao identitaria, que se podera traduzir num senti-
mento de inautenticidade ou até de ilegitimidade aquando da expressao em
lingua de heranca (Kramsch, 2012).

A lingua de heranca surge, assim, associada a uma carga emocional, afetiva
e identitaria enorme, que nao pode ser ignorada pelo docente de portugués
e que devera ser considerada na planificacao dos conteudos e abordagens de
um LMOOC, visando englobar estes aprendentes. Sendo o seu input, muitas
vezes, oral e pouco formal, cremos que podera ser pertinente para este grupo
seguir um curso que lhe confira ferramentas argumentativas e discursivas
que lhe permitam exprimir-se em contexto formal, o que se revelara van-
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tajoso para a sua progressao escolar e profissional. Paralelamente, podera
igualmente apostar-se em dinamicas interativas em espacos de partilha es-
crita online (como foruns) de forma que, em caso de haver tutores, o estu-
dante possa ver a sua escrita corrigida ou, se a possibilidade de tutoria nao
existir, possa partilhar as suas duvidas com os outros. A nivel emocional e
cultural, pensamos que podera ser interessante trabalhar sobre tematicas li-
gadas a vivéncia plurilingue e pluricultural, evidenciando as vantagens desta
heranca e explorando os possiveis paralelismos existentes entre as suas cul-
turas e linguas.

Em contexto francéfono, encontramos ainda aprendentes sem qualquer
ligacdo familiar ao universo lus6fono, mas que, por motivos varios, se sen-
tem motivados para aprender a lingua portuguesa. Muitos destes falantes
tém uma hetero-representacao propria das comunidades luséfonas que cabe
ao professor desconstruir. Contrariamente aos falantes de PLH, o portugués
é para estes uma lingua estrangeira, ou seja, uma lingua que adicionam ao
espdlio de linguas maternas e estrangeiras previamente aprendidas (Cook,
2002) e que nao lhes foi transmitida em contexto de socializagdo primaria
(familia ou amigos préximos). Esta lingua é, portanto, normalmente apren-
dida em contexto instrucional (de aprendizagem formal ou ndo-formal), se-
guindo um processo explicito, intencional, explicavel e, regra geral, indutivo,
que trata a lingua como objeto de estudo e ferramenta de comunicagdo (Fel-
der & Henriques, 1995). Por essa razao, a sua aprendizagem implica mais
esforco e atencao (Schmidt, 2010) e tende a ser integrada de forma decla-
rativa, pelo que depende de processos de memorizagao e de resolucdo de
problemas (Zobl, 1995). Os falantes de PLE enriquecem, deste modo, a sua
panoplia de competéncias linguisticas, reforcando o seu carater plurilingue
e multicompetente. No que toca a esfera afetivo-emocional, o aprendente de
PLE vai tratar esta lingua com mais distanciamento do que a lingua materna
(Pavlenko, 2002) e pode sentir alguma ilegitimidade aquando do momento
de expressao neste idioma em frente a nativos (Kramsch, 2012). Tal senti-
mento é frequentemente devido ao temor de julgamento por parte dos falan-
tes nativos e pela falta de confianga no momento de expressao.

A nosso ver, o delineamento de um LMOOC que vise este publico devera
apostar na apresentacdao de material auténtico (seja ele escrito ou oral) re-
presentativo de diferentes registos de lingua e na consequente producao oral
contextualizada, ou seja, na proposta de tarefas em que o estudante se veja
obrigado a adaptar o seu discurso a varios graus de formalidade?®. Muitas ve-
zes, nos manuais em circulacao nos paises em que o ensino do PLE é ofere-
cido, verifica-se um ensino da lingua maioritariamente ancorado na escrita,

3 Estas atividades poderiam ser partilhadas num espaco de féorum e comentadas por tutores ou pelos
proprios pares, numa perspetiva cooperativa de coconstrugdo do conhecimento.
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unidirecional de tipo maioritariamente transmissivo e pouco sensivel as va-
riagcdes entre registos e as marcas tipicas da oralidade. Esta realidade pode
revelar-se problematica para o estudante de PLE que tenciona interagir com
nativos de forma fluida nos mais diversos contextos sociocomunicativos, pois
ndo possuira conhecimentos suficientes para se mover num continuum de
registos de lingua. Esta preferéncia dada a alguns registos e a norma-padrao
escrita conduz, frequentemente, no plano da compreensao, a um sentimento
de impoténcia face ao discurso do falante nativo quando este se exprime num
registo mais informal. No plano da producéo, o facto de desconhecer as espe-
cificidades de cada registo pode levar a inadequagdes pragmaticas que pro-
vocardo uma reac¢do de estranheza por parte do falante nativo com o qual o
aprendente interagira.

No que se refere ao processo de ensino-aprendizagem do Portugués como
Lingua de Acolhimento (PLA), ele apresenta caracteristicas particulares que
o distinguem dos dois casos antes identificados. Desde logo, o ensino de PLA
ocorre normalmente em contexto de Educacdao Nao Formal. O contexto de
Educacdao Nao Formal assemelha-se a uma realidade de Educacao Formal em
termos de processos escolares; no entanto, podem-se identificar algumas di-
ferencas notdrias, na medida em que ndo tem de seguir qualquer legislacao
oficial, nem existe nenhuma imposi¢do de programa de estudos ou de tempo
para o cumprimento de um dado objetivo (Bezerra, 2020). Geralmente, este
tipo de formagdes ndo formais decorre fora do contexto escolar ou dentro do
contexto escolar, mas ndo seguindo padrdes normativos estipulados por lei.
Segundo Gohn (2006), o foco da Educagao Nao Formal é a acao, a participa-
cdo e a interacdo entre os participantes das sessoes, ja que a aprendizagem
resultara de uma troca de saberes dialogal na qual se aprende e se transmite
simultaneamente. A aten¢do do formador vai estar assim toda ela voltada
para o formando e as necessidades deste, valorizando o processo participa-
tivo (Caels, 2016). Como sdo, por norma, aulas livres abertas a uma comu-
nidade alargada, os grupos sao geralmente muito heterogéneos, sendo os
principais fatores de variacdo o nivel de proficiéncia em lingua portuguesa
a chegada a Portugal, os conhecimentos que possuem da lingua e da cultura
materna (que podem influenciar fortemente o processo de aprendizagem do
portugués), o conhecimento e o uso de outras linguas estrangeiras e ainda
variaveis de tipo socioecondmico e profissional (Grosso, Tavares & Tavares,
2008). Consideramos também importante ressaltar que as aulas de PLA res-
pondem a uma necessidade de integracao urgente que permita a inclusao e a
expressdao num contexto linguistico e social que em nada é familiar. Podemos,
deste modo, afirmar que um dos principais objetivos do PLA sera promover a
autonomia destes falantes e a sua preparagdo para o contacto adequado com
os locais (Grosso, 2010). O processo de integracdo destes aprendentes no
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tecido social de acolhimento passa igualmente pela sensibilizacdo para tradi-
coes e leis sociais tacitas que regem as interagdes entre os individuos nativos
e que podem suscitar algum estranhamento ao migrante. Simultaneamente,
devemos ainda tomar em linha de conta a fragilidade da situa¢cdo em que os
aprendentes se encontram e o medo que poderdao ter no momento de ex-
pressao em lingua ndo materna. Por conseguinte, poderdo ser trabalhados
conteudos que favorecam a criacdo de uma relacao de empatia e entreajuda
entre os diversos membros do grupo, de forma que estes se sintam mais em
casa.

No processo de construcao de um LMOOC em que os criadores pretendam
incluir conteddos adaptados a este publico, poderd, portanto, ser interes-
sante estimular o trabalho em torno de tépicos da vida quotidiana cujo voca-
bulario o aprendente devera dominar de forma a integrar-se eficazmente na
sociedade de acolhimento. Ademais, pensamos que poderia ser uma mais-va-
lia explorar alguns aspetos culturais que poderdo ter um impacto direto na
experiéncia do aprendente no pais de acolhimento, como, a titulo meramente
ilustrativo, algumas celebragdes especiais ou até os feriados.

De modo geral, podemos referir que a caracterizacao dos trés grupos aqui
eleitos permite-nosidentificar que,ainda que distintos, os publicos aprenden-
tes mencionados partilham de necessidades comuns de: 1) desenvolvimento
de competéncias de comunicac¢do ancoradas na sua realidade quotidiana; 2)
fomentacdo da consciéncia cultural a permitir um dialogo intercultural; 3)
encorajamento do pensamento critico sobre auto e hetero-representacgdes;
4) estabelecimento de um ambiente de aprendizagem positivo que favoreca
a criacdo de lagos afetivos entre pares e entre estudantes e tutores; e, por fim,
5) refor¢o de emocgdes positivas e ativadoras durante o processo de aprendi-
zagem, com vista a um equilibrio identitario.

Do exposto, resulta ainda clara a importancia de duas dimensdes a nao ne-
gligenciar quando se trata de pensar formacdes para estes trés grupos: uma
dimensao que assenta na exploracdo de questdes culturais que enformam a
relacdo com a lingua e uma outra que atenta em dinamicas emocionais sig-
nificativas, pois envolvem questdes de construcao identitaria e de inscrigao
num coletivo mais alargado de que se € ou se quer ser parte integrante, de
forma plena.

Promover o trabalho da competéncia cultural do aprendente revela-se, as-
sim, uma questao central. Ndo por acaso, esta preocupagao encontra-se plas-
mada nos documentos de referéncia para o ensino das linguas, como é o caso
do Quadro Europeu de Referéncia para as Linguas (2001) e do seu suceda-
neo Companion Volume (2020), quando neles se sublinha a importancia de
um ensino que confira aos alunos as ferramentas de que estes precisam para
dar resposta as necessidades de uma Europa multilingue e multicultural na
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qual a Alteridade impera. A titulo ilustrativo, destacamos a sec¢do “Facilita-
ting pluricultural space” do Companion Volume (2020), na qual se estipulam
critérios para a atestacao da competéncia cultural dos estudantes de uma LE
(Lingua Estrangeira), sendo previsto o estudante do nivel C2 conseguir “me-
diate effectively and naturally between members of his/her own and other
communities, taking into account of sociocultural and sociolinguistic diffe-
rences” (p. 121) e “guide a sensitive discussion effectively, identifying nuan-
ces and undercurrents” (p. 121). Para que tal ocorra, ao longo do processo
de ensino-aprendizagem (seja ele nos moldes tradicionais ou com recurso a
plataformas de interface digital como os LMOOCs), é necessario haver uma
estimulacao das diversas facetas da competéncia cultural do estudante, a
qual, segundo Puren (2014), pode envolver uma competéncia transcultural,
metacultural, intercultural, pluricultural e ainda cocultural.

Estas diversas declinacdes da competéncia cultural, definidas por Puren
(2014), permitem avaliar a complexidade e importancia dos aspetos cultu-
rais no ensino e aprendizagem de uma lingua-cultura. Com efeito, no que toca
a competéncia transcultural, ela relaciona-se com a capacidade do apren-
dente para identificar tragos comuns as diversas culturas com as quais con-
tacta, ndo implicando qualquer interagdo com essas culturas (Reis & Brock,
2010). Por essa razao, Grant e Portera (2011) observam que “as for the
terms ‘trans- and crosscultural’, they define a movement, a crossing-over of
frontiers (...) however, they do not imply dialectic movement of reciprocity”
(p- 35). Podemos, portanto, considerar o desenvolvimento da competéncia
transcultural como o primeiro passo para um contacto produtivo com a cul-
tura estrangeira, podendo esta fomentar no estudante a curiosidade pela cul-
tura do Outro. Ja no que concerne a componente metacultural, esta define-se
como a capacidade que o aluno tem para mobilizar os seus conhecimentos
culturais prévios e que lhe permite extrair novos conhecimentos sobre uma
cultura estrangeira a partir de documentos auténticos (Puren, 2014). A ter-
ceira competéncia composita da competéncia cultural que importa lembrar
€ a competéncia intercultural. De acordo com a classificacao estabelecida
por Puren (2014), a competéncia intercultural traduz-se na capacidade que
o aprendente tem para identificar as incompreensdes que surgem aquando
dos contactos iniciais e pontuais com pessoas de uma outra cultura. Pode-
mos, por isso, assertar que o trabalho intercultural encoraja o estudante a
problematizar as suas representacoes e visoes pré-concebidas do Mundo
e comunicar com o Outro de forma a compreender as dele, através de um
processo dialogal e autocritico. A este proposito, Martins (2003) declara que
“o ‘interculturalismo’ deve ser entendido, por um lado, como interagao, reci-
procidade, intercambio, abertura, aproximacao, convivéncia e solidariedade
efectiva e, por outro lado, como o reconhecimento de valores, de modos de
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vida, costumes, representacoes simbdlicas” (p. 10). No que toca a competén-
cia pluricultural, ela prende-se essencialmente com a capacidade que o indi-
viduo tem para viver harmoniosamente numa sociedade com pessoas com
culturas diferentes da sua, sendo, nesse contexto, capaz de adequar as suas
atitudes e os seus comportamentos ao meio em que se encontra inserido.
Neste sentido, o individuo pluricultural é “un individuo al que se le capacita
para la comunicacion entre varias culturas, capaz de integrarlas de manera
significativa (...) se enriquece con las experiencias culturales a las que va ac-
cediendo en su experiencia vital” (Robles Avila & Palmer, 2020). Por fim, o
ultimo conceito a que gostariamos de aludir é o de competéncia co-cultural.
Esta competéncia foi definida por Puren (2019) como uma capacidade in-
dispensavel de “se créer une culture partagée d’action commune” (p. 219).
Esta perspetiva de acdo comum exige, entdo, uma negociacdo de objetivos,
principios e modos de acao partilhados por um dado coletivo a fim de poder
agir segundo um plano comum de a¢do respeitador de todas as identidades
culturais por ele abrangidas. Assim sendo, esta vontade de agdo comum pode
servir desde logo a propria comunidade de aprendizagem.

Face ao exposto, somos de opinido que a presenca constante do universo on-
line na vida dos aprendentes pode, também ela, contribuir para a exploragao
de competéncias culturais de compreensao, didlogo e cooperacdao com o Ou-
tro, ja que, muitas vezes, € atraves da Internet que o estudante do século XXI,
a partida nativo digital, comeca a estabelecer os primeiros contactos com as
LE e empreende um processo de reflexdo mais profundo sobre o Eu e o Outro.
Na verdade, praticas proprias de um agir em digital, tais como dinamicas em
rede e de carater colaborativo, o acesso facilitado a informacao e a constru-
cao de conhecimento assistido por tecnologia mdvel omnipresente no dia a
dia de cada um, sustentam uma aprendizagem social, ndo formal e auténoma.
Por esse motivo, tais praticas nao podem ser desvalorizadas, pois favorecem
processos de ensino e aprendizagem. Como lembram Barcena Madera e Read
(2015), “separation between everyday life and learning is blurring” (p. 30).

Em sintese, podemos afirmar que o ensino de competéncias linguisticas e
comunicativas na atualidade é indissociavel do desenvolvimento da compe-
téncia intercultural, podendo, com vantagem, apoiar-se na competéncia digi-
tal dos estudantes, acabando todas elas por se retroalimentarem, na medida
em que, quanto mais proficiente for o aprendente em termos digitais, mais
possibilidade tera de interagir eficazmente e proficuamente com individuos
advindos de outros meios socioculturais. Neste contexto, é inequivoco o po-
tencial apresentado pelos Massive Open Online Courses. Com efeito, ao asse-
gurarem um funcionamento Whenever, Wherever, encorajam dinamicas in-
terculturais e promovem a constituicdo de comunidades de interesse de base
cultural diversa. Apesar das ameacgas tantas vezes identificadas, tais como
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altas taxas de abandono, interacao insuficiente ou eventual falta de credibili-
dade da avalia¢do, os MOOCs apresentam oportunidades ndo negligenciaveis:
ubiquidade, frequéncia voluntaria, ductilidade no desenho do curso e possi-
vel combinacao de aprendizagem formal e nao formal, a que nos LMOOCS se
acrescenta uma natureza skill-based e o uso da lingua-alvo como meio de en-
sino. A questao que é, por diversas vezes, levantada a propdsito do recurso a
LMOOCs prende-se com a sua capacidade de motivar o aluno, captando a sua
atencao ao longo do curso e conduzindo a um melhoramento da relagdo que
este estabelece com a lingua-alvo. E, partindo desta questio, que nos iremos
em seguida deter em algumas consideragdes sobre o lugar das emog¢des ao
longo do processo de ensino-aprendizagem, concentrando-nos mais especi-
ficamente no contexto dos LMOOCs.

3. Do lugar das emogdes no ensino e na aprendizagem

Como em qualquer outro cendrio de ensino-aprendizagem, questdes de
gestao de emogdes ndo podem ser evitadas. Com efeito, a gestdo emocional
em contexto de ensino-aprendizagem através de plataformas virtuais tem
um grande impacto na forma como o estudante adere a determinado formato
de ensino ou a determinada disciplina.

Assim sendo, estamos em crer que é importante dotar o aprendente de
uma inteligéncia emocional de modo que este adquira competéncias endo-
genas que lhe permitam gerir as suas emocoes e explorar o seu potencial
para estabelecer relacionamentos positivos com os que o rodeiam fisica e/
ou virtualmente (Goleman, 1995). Em nosso entender, o desenvolvimento
das competéncias emocionais dos alunos é fulcral para que estes possam, ao
longo do seu processo de aprendizagem, contribuir para o estabelecimento e
conservacao de um ambiente positivo e acolhedor da diversidade no seio da
comunidade virtual em que se inserem.

Este aspeto afetivo dos LMOOCs e das comunidades que em volta deles se
formam encontra-se igualmente relacionado com a competéncia interacional
erelacional do docente (ou tutor), como sublinham Rodrigues, Silva, Carvalho
e Fardilha (2016). Grande parte do input dado pelo docente, em termos afeti-
vo-relacionais em contexto virtual, podera eventualmente traduzir-se no fee-
dback que da depois da execucdo de uma dada atividade por parte dos apren-
dentes. Segundo Chaleta e Entwistle (2011), o feedback sistematico promove
o pensamento critico e incita a aprendizagens mais profundas centradas em
processos de compreensao, revelando-se extremamente benéfico para o de-
senvolvimento de competéncias multiplas do aprendente e estimulando um
processo de construgdo co-participativa e em rede do conhecimento.
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No caso dos LMOOCs, o apoio a nivel emocional e o feedback por parte de
um tutor parece-nos, portanto, crucial, dado que nao existe um contacto hu-
mano tdo proximo como no caso de um contexto de aprendizagem formal
convencional. Atendendo a que o MOOC constitui um ambiente de aprendiza-
gem formal com crescimento galopante (Buhr et al., 2019), com grande aces-
sibilidade devido ao custo reduzido ou a gratuitidade (Tang & Carr-Chellman,
2016) e cujos utilizadores se encontram geograficamente separados, a trans-
missdo de emocoes neste espaco parece tornar-se algo complexa e desafiante
(Liuetal, 2018). Regra geral, quanto maior o nimero de participantes e mais
massificado for o curso proposto, menos espago de interacdo entre pares,
entre o aprendente e o tutor havera (Yang et al., 2015), o que se traduzira
numa certa auséncia de apoio emocional e de feedback. Esta falta de suporte
emocional podera resultar numa sensag¢ao de isolamento durante o processo
de aprendizagem e, em alguns casos, num abandono do curso. Neste sentido,
a concecdo de LMOOCS orientados para grupos mais bem definidos podera
tornar-se uma mais-valia, pois um ndmero mais restrito de participantes
tornara mais exequivel a emissao de feedback produtivo para os estudantes.
Este apoio conferido através do feedback, parece-nos representar um pon-
to-chave para a construcao de um LMOOC, na medida em que a interacao
entre tutores e usuarios-aprendentes pode, quando bem pensada, espoletar
no aprendente uma motivacdo para continuar o curso, levando-o possivel-
mente a participar mais e a tirar um maior proveito da formacao (Dillon et
al., 2016; Hillaire, Iniesto & Rienties, 2017). Importa, entdo, sublinhar que o
apoio emocional dado através do feedback ira ter impacto na forma como o
aprendente se relaciona com a lingua e, por conseguinte, na esfera emocional
do estudante.

Ha que, no entanto, ndo simplificar a analise, pensando que as emog¢des ne-
gativas conduzem a um abandono dos cursos online e emogdes positivas le-
vam forcosamente a um maior envolvimento nas atividades propostas, uma
vez que a relacdo entre emocgdes e aprendizagem/envolvimento no curso
sdo complexas e ultrapassam classificacbes duais em emoc¢des positivas-
-negativas (Barak, Watted & Haick, 2016; Lee & Choi, 2011). Ora, o estudo
das emocdes sentidas pelo aprendente de LE foi, durante muitas décadas,
acantonado para um segundo plano no dominio da investigacao em ensino,
datando os primeiros estudos sobre a tematica dos anos de 1970 (Chastain,
1975; Horwitz et al., 1986). A partir dessa década, a investigacdo nesta area
foi aumentando e o espetro das emocdes estudadas foi sido alargado, am-
pliando-se o leque de variaveis socioafetivas problematizadas pelos espe-
cialistas (Maclntyre & Dewaele, 2014; Elahi Shirvan & Talebzadeh, 2020).
Neste contexto, consideramos pertinente destacar os tipos de emogdes que
o estudante de LE pode sentir, ja que, se os conhecermos, poderemos pos-
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sivelmente antecipar de forma mais eficaz possiveis reagdes do aprendente
face ao processo de aprendizagem da LE e até a plataforma de aprendizagem.
Simultaneamente, consideramos importante mencionar que os estados emo-
cionais nao devem ser considerados como estaticos ou imutaveis, dado que
um mesmo estudante, ao longo de um processo de aprendizagem de uma LE,
pode experienciar multiplos estados emocionais distintos.

Relativamente ao leque de emocgdes ditas positivas, como o entusiasmo e
a felicidade, podemos salientar que a investigacdo sobre a questao converge
na ideia de que as emogodes positivas sao elementos facilitadores da apren-
dizagem, estimulando o desenvolvimento da memoria a longo prazo e da
memoria de trabalho (Erez & Isen, 2002). Além disso, as emocgdes positivas
parecem igualmente conduzir a uma melhoria da capacidade de resolucao
de problemas do aprendente, pois a experiéncia de emog¢des positivas leva a
alteracdo do contexto cognitivo no qual a atividade cognitiva tem lugar (Isen,
Rosenzweig & Young, 1991). Paralelamente, alguns investigadores apontam
ainda para a possibilidade de as emog¢des positivas terem um impacto sobre
o modo como os individuos se relacionam entre si, podendo influenciar as
atitudes, os juizos e a percecdo de satisfacdo de quem as sente (Weiss et al.,
1999). Os individuos que experienciam estados emocionais mais positivos
podem tender a emitir juizos e feedback mais satisfatorios, considerando
que, devido ao seu estado de espirito, interpretam as situacdes de forma
mais positiva e esperancosa (Um, Song & Plass, 2007). A esse propdsito, Erez
e Isen (2002) acrescentam ainda que as emocdes positivas parecem consti-
tuir um vetor de motivacao para a aprendizagem, conduzindo o aprendente
a envolver-se mais nas tarefas que lhe sdo pedidas, o que, a longo prazo, po-
derd aumentar o seu potencial cognitivo.

No que concerne as emog¢des negativas, uma das emocoes que é recorrente-
mente destacada nos estudos da especialidade e que, tendo em conta a nossa
pratica pedagdgica, nos parece mais frequente no decurso do processo de
aprendizagem de uma LE é a ansiedade. Este sentimento, que intimida al-
guns estudantes de LE, relaciona-se, por vezes, com o medo de falhar e de
nao se exprimir de forma correta em frente de nativos ou de outros cole-
gas mais proficientes. Tal medo, no caso dos LMOOCs, faz-se notar com es-
pecial destaque nos segmentos de partilha de informag¢do como os foruns.
Devido ao facto de nao se sentirem suficientemente proficientes ou legiti-
mos na LE, alguns aprendentes tenderdo a ndo participar em atividades que
envolvam uma maior exposicao ao Outro, especialmente se o Outro for um
falante nativo da LE. Tendo em conta a frequéncia deste sentimento, Horwitz
et al. (1986) desenvolveram o conceito de Foreign Language Classroom An-
xiety. Este tipo de ansiedade apresenta algumas caracteristicas especificas,
podendo ser descrito como “a distinct complex of self-perceptions, beliefs,
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feelings, and behaviors related to classroom language learning arising from
the uniqueness of the language learning process” (Horwitz et al., 198: 128).
Nesta mesma linha de pensamento, MacIntyre e Gardner (1991) definem o
conceito de Foreign Language Anxiety (FLA), que, embora similar ao ante-
riormente apresentado, se configura como mais geral, nao se concentrando
apenas no contexto de instrucao formal. A FLA €, entdo, um sentimento de
tensdo e apreensao especificamente associado a qualquer contexto no qual é
necessario usar ou compreender uma lingua estrangeira, seja este exercicio
escrito ou oral. Podemos, por conseguinte, afirmar que a FLA constitui uma
emocdo multifacetada e composita que se prende com fatores de ordem con-
textual e se altera ao longo do tempo (Yu, 2022). Esta pode resultar da coexis-
téncia de ansiedades distintas relacionadas com as multiplas competéncias
comunicativas do aprendente. Nesse sentido, tem sido objeto de estudo uma
larga pandplia de conceitos derivados da FLA como, a titulo de exemplo, a
Foreign Language Oral Anxiety Scale (Woodrow, 2006); a Foreign Language
Writing Anxiety Scale (Cheng, 2004) ou ainda a Foreign Language Reading
Anxiety (Saito et al, 1999). Estes sentimentos de ansiedade sao considera-
dos, por numerosos autores, como entraves a aprendizagem de uma LE, re-
sultando numa menor capacidade de mestria da lingua (Salehi & Marefat,
2014). Todavia, cremos que, se a FLA estiver presente de forma moderada em
alguns momentos da aprendizagem de uma LE, pode até ser benéfica e inci-
tadora ao desenvolvimento de competéncias comunicativas (Marcos-Llinas
& Garau, 2009). Seguindo esta légica, Alpert e Haber (1960) declaram que
a ansiedade sentida ao longo do processo de aprendizagem de uma LE pode
ser de dois tipos: inibidora ou ativadora. Esta distin¢ao entre ansiedade inibi-
dora e ativadora leva-nos a inferéncia de que nem sempre as emocgdes vistas
como negativas geram desmotivacao, incapacidade ou improdutividade.

Neste contexto, o estudo desenvolvido por Pekrun (2006) surge como ful-
cral. Segundo o autor; o tipo de emogdes com maior influéncia no desempe-
nho do aprendente sao as achievement emotions. Este tipo de emoc¢des esta
intimamente relacionado com a percep¢ao de sucesso ou de fracasso que o
aprendente tem da atividade que realiza (no caso da aprendizagem de lin-
guas, da sua performance em LE). Por essa razdo, as achievement emotions
podem ser caracterizadas como “goal-directed and appraisal-driven multi-
-componential psychological processes” (Jarrell, Harley & Lajoie, 2016: 290),
ou seja, sao baseadas no outcome do individuo. E, por isso, importante su-
blinhar que estas derivam de auto-avaliagdes individuais de controlo de su-
cesso, que, por seu turno, vao depender das expectativas e concecdes subje-
tivas de cada aprendente (Pekrun & Perry, 2014), tal como se pode observar
na representacao-sintese seguinte:
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Mecanismos de
controlo emocional e Desempenho
crencas pessoals

Emegdo positiva

Estado emocienal
negativo e inibidor

Desmativagao

Emogio negativa e
inibidora

Alivio

Fig. 1 Representacdo-sintese das relagdes entre achievement emotions e as variaveis que para elas
contribuem, baseada no trabalho de Pekrun (2006)

Assim, gostariamos, na presente reflexdo, de alertar para uma compo-
nente das emoc¢des que se afigura ainda mais importante para o atual es-
tudo e para além do seu carater positivo ou negativo: a sua produtividade.
Com efeito, ao invés de recorrermos a classificacdo das emocdes sentidas
pelos estudantes como negativas ou positivas, classificacdo esta que nos
parece simplista, cremos ser mais interessante e produtivo perspetivar as
emocoes como facilitadoras ou inibidoras da realizagao do aprendente. As
emocoes de realizacdo dividir-se-ao, deste modo, em quatro grupos distin-
tos: emocoes positivas e ativadoras (e.g. esperanga, alegria), emocoes ne-
gativas e inibidoras (e.g. o desespero, o aborrecimento); emoc¢des positi-
vas e inibidoras (e.g. o relaxamento) e emoc¢des negativas e ativadoras (e.g.
certos graus de raiva). Normalmente, os aprendentes que sentem emocdes
positivas e ativadoras tendem a envolver-se cada vez mais nas atividades,
tentando dar sempre o melhor de si, uma vez que fazem uma avaliacao po-

133



Jodo Morais, Fatima Outeirinho 6. Desenvolvimento de competéncias comunicativas e relacionais em portugués

sitiva dos seus resultados de aprendizagem. Acreditamos que este tipo de
emocoes pode ser refor¢cado pelo feedback dado possivelmente pela figura
dos tutores, pois, ao receber um bom feedback, o estudante sentir-se-a nao
somente acompanhado, mas também valorizado. Pelo contrario, os apren-
dentes que experienciam emocoes negativas e inibidoras tém uma imagem
negativa das atividades e dos resultados que obtém e nao empreendem
acoes concretas para mudar essa situacdo, interiorizando uma percecdo
nao-favoravel do seu proprio desempenho. Relativamente aos individuos
que experimentam emocgoes positivas e inibidoras, podemos dizer que es-
tes demonstram uma atitude bastante positiva em relagdo ao seu desempe-
nho e, por esse motivo, tendem a nao se empenhar. Neste ambito, assinala-
-se que existe um conforto extremo face ao conhecimento apreendido que,
em vez de ser motivador, leva o aprendente a assumir uma certa posicao
de passividade face ao processo de aprendizagem. Por ultimo, os apren-
dentes que experienciam emoc¢des negativas e ativadoras possuem uma ma
impressao dos resultados obtidos e, por essa mesma razao, empenham-se
bastante de modo a conseguir melhora-los (Xing, Tang & Pei, 2019).

Estas consideragdes permitem-nos declarar que as achievement emotions
podem, sem sombra de duvidas, ter um grande impacto na performance
do aprendente e nos meios cognitivos e metacognitivos que este vai mo-
bilizar ao longo do seu processo de aprendizagem (Artino & Jones, 2012).
Além disso, acreditamos que estas emo¢des podem igualmente afetar a di-
namica do grupo em que o estudante esteja inserido, ja que a emocao é
contagiosa. De acordo com Schoenewolf (1990), o contagio emocional é “a
process in which a person or group influences the emotions or behavior of
another person or group through the conscious or unconscious induction
of emotion states and behavioral attitudes” (p. 50). Sendo assim, podemos
deduzir que, se houver uma parte consideravel dos estudantes que expe-
rimenta emocodes inibidoras, os restantes podem comecar a apresentar si-
nais de contagio deste tipo de emocdes, havendo, deste modo, uma baixa da
produtividade e da emocao do grupo (Barsade, 2002). Ora, no universo da
aprendizagem online, parece-nos necessario ter especial atencao a este as-
peto, uma vez que, no seio da comunidade de utilizadores de uma dada pla-
taforma, o contagio emocional pode ser benéfico para o desenvolvimento
das competéncias dos aprendentes ou, em casos de falta de apoio emocio-
nal aos utilizadores, reduzir as taxas de sucesso e conduzir ao abandono do
curso.
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4. Consideragaes finais

Neste quadro, cremos ser crucial avaliar as emog¢des dos aprendentes de
forma holistica, tentando minimizar a possibilidade de emog¢des inibidoras.
Tal processo podera entdo passar pela diversificacdo do tipo de atividades,
pelo investimento em contetidos que correspondam aos centros de interesse
do publico-alvo do LMOOC, pela presenca assidua nos espacos de partilha
ou ainda pelo feedback que é dado tanto ao individuo como ao grupo, acau-
telando dindmicas interculturais que, para além de promoverem o desenvol-
vimento da competéncia cultural do aprendente, asseguram a formagdo de
uma comunidade de aprendizagem mais coesa.

Ousamos, assim, afirmar que é necessaria uma reconceptualizacao do con-
ceito de LMOOC. Na verdade, nas principais plataformas de divulgacao de
LMOOCs, é ainda verificavel um lugar reduzido da interatividade e da avalia-
¢do centrada no aprendente, sendo o LMOOC grandemente concebido como
repositério de conhecimentos (Chong et al., 2022). A nosso ver, afigura-se
muito redutor percecionar o LMOOC como um simples acervo de saberes ou
de informacao tedrica, ja que este nos parece ter uma potencialidade agre-
gadora imensa, podendo constituir uma plataforma de encontro e partilha
para uma comunidade digital de aprendentes em que a empatia e a partilha
reinem.

Deste modo e com vista a uma concegao de um LMOOC que prime pela for-
macao do individuo como falante, mediador cultural e mediador emocional,
gostariamos de destacar algumas precaucgoes e/ ou sugestoes:

* Aposte num LMOOC assistido por tecnologia mével

* Tenha como base um modelo cMOOC (abordagem conectivista), modelo este que “facilita
consideravelmente a comunicagdo, gera oportunidades de interagdo maior” (Fontana & Leffa,
2018, p. 462)

* Desenhe um LMOOC para grupo(s)

* Escolha um LMOOC ndo apoiado num programa

* Crie conteddos ao servico do envolvimento dos aprendentes nas atividades de aprendizagem e
na intera¢do com os pares

* Atente nas questdes culturais

* Encoraje a consciéncia emocional

* Dé feedback sistematico

A atencdo a este tipo de orientagdes enunciadas, na conce¢do de novas for-
macdes online dirigidas aos publicos-alvo anteriormente identificados (PLH,
PLE e PLA), permitira acautelar e acolher o refor¢o de, por um lado, uma di-
mensao que assenta na exploracdo de questdes culturais a moldar a relacao
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com a lingua e, por outro lado, uma dimensao ligada a dinamicas emocionais,
ambas as dimensdes envolvendo processos de constru¢do identitaria que
ocorrem, precisamente, num espago coletivo, neste caso, numa comunidade
de aprendizagem que se quer funcional e significativa, agregando comunida-
des de interesse de base cultural diversa.

Em tempos de intensa mobilidade causada por fatores de globalizacdo, mas
também por circunstancias e conflitos de natureza varia, porém todos eles
extremamente adversos, a atencdo e rea¢do a criacdo de novas possibilida-
des formativas é um imperativo. E, pois, incontornavel, para todos aqueles
que estdo no terreno educativo, contribuir para a atenuag¢do das consequén-
cias gravosas advindas de tais ocorréncias, ajudando ao desenvolvimento de
competéncias linguisticas e comunicativas. Por conseguinte, a aposta no de-
senho de LMOOCs, tendo em conta as salvaguardas anteriormente aponta-
das, ndo pode de todo ser negligenciada, continuando a ser uma via relevante
a explorar.
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7. How to improve academic oral skills in a language
MOOC: from needs analysis to course design

Borbdla Samu, Agnieszka Pakula

Abstract: In recent years, the number of educational resources freely available online for
learning foreign languages has grown exponentially and LMOOCs are an emerging category
in this field. One of the main challenges faced by LMOOCs is that learning a language is
fundamentally skill-based and practicing skills requires interaction with others. Therefore,
LMOOCs should provide an adequate learning environment including activities and tools
which stimulate social learning (Motzo & Proudfoot, 2017).

In the framework of the LMOOC4Slav project several freely available online learning tools
have been created for Slavic-speaking learners who intend to undertake part of their studies
in Romance-speaking countries. One of the main results is an Academic Italian language
MOOC. To define its goals and contents, we firstly analysed the needs of the target learners,
through a questionnaire administered to a total of 209 adult L2 /FL learners. Overall findings
of the needs analysis revealed that most of the respondents considered particularly difficult
those activities which require oral skills, such as performing or understanding an oral
presentation, taking an oral exam or participating in a formal discussion.

The aim of this study is to investigate whether language MOOCs are a viable option to elicit
oral production and to improve pronunciation and perception of language learners analysing
previous experiences (e.g. Rubio, 2014; Estebas-Vilaplana & Solans, 2020), to evaluate the
potential or the limitations of LMOOCs and to propose examples of online content allowing to
practice speaking skills with tasks that reflect everyday situations and interactive contexts in
an academic setting.

Keywords: LMOOC; Oral Skills; Listening Comprehension; Pronunciation; Academic Discourse.

1. LMOOCS and their limitations

n recent years, the number of educational resources freely available on-

line for learning foreign languages (FL) has grown exponentially'. Lan-
guage MOOCs (LMOOCs), defined as “dedicated web-based online courses
for second languages with unrestricted access and potentially unlimited par-
ticipation” (Barcena et al.,, 2014: 1), are an emerging category in this field.
LMOOCs have a great potential for foreign language teaching and learning,
but at the same time they present several difficulties. Barcena, Martin-Monje
and Read (2015) point out a series of problems due to the impersonal na-

1 The authors confirm contribution to the paper as follows: sections 1-4 BS and sections 5-6 AP.
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ture of MOOCs; Beaven et al. (2014) note “that a high level of interaction is
difficult to achieve, that it is difficult to engage in social learning of language
skills, that there is a substantial time cost for educators, and that LMOOCs,
like other MOOCs, have big drop-out rates” (p. 50). The language teaching
profession is still doubtful about the effectiveness of language instruction
within the structure of massive online courses, considering that ample op-
portunities to interact synchronously with other learners and with experts
(native speakers or instructors) and access to corrective feedback are crucial
ingredients for language acquisition (Rubio 2014). Contrary to the principles
of the most widely used methodology in foreign language, which is Commu-
nicative Language Teaching, students cannot or have very limited occasions
to interact with their peers or instructors in the target language and it seems
that LMOOCs can provide neither dynamic, learner-driven training, nor suffi-
ciently rich and realistic interaction with competent speakers of the FL. The
feeling of isolation and the lack of interactivity have a strong impact not only
on the results obtained, but also on student motivation, being strictly corre-
lated with the high dropping out rate (Khalil & Ebner, 2014).

Learning and using a language involve several written and oral skills and
competences, including linguistic, pragmatic and sociocultural competences.
Regarding oral skills, there seems to be strong agreement that training on per-
ception and/or on production has a beneficial effect on adult learners’ overall
oral performance (de Bot & Mailfert, 1982; Kennedy, Blanchet & Trofimovich,
2014; Saito & Lyster, 2012; Trofimovich, Ammar & Gatbonton, 2008). Never-
theless, many computer-based language courses emphasize exclusively the de-
velopment of reading skills and formal rather than functional linguistic aspects
(Barcena et al,, 2014). Studies such as Ventura and Martin-Monje (2016) or
Vorobyeva (2018) have shown that receptive skills, i.e., reading and listening,
can be effectively taught in LMOOCs, while writing and speaking, which require
more feedback and oral practice, are rather problematic.

The importance of interaction in acquiring and developing language skills
has been highlighted by a number of studies, starting with Vygotsky (1978)
and his concept of ‘zone of proximal development’, Bruner (1983) and, in
particular, his notion of ‘scaffolding’, as well as Long’s (1981, 1996) works on
the interaction hypothesis. Interactionist theories assign a fundamental role
in the language acquisition process to the cooperation between the learner
and the mother tongue speaker (or a more competent speaker) and to the ne-
gotiation of meaning. Interaction is of paramount importance in both tradi-
tional and virtual classrooms, but in the later it is particularly affected by the
limitations of the medium. Along with interaction, corrective feedback is a
central issue in second language learning and teaching. Since Hendrickson's
(1978) review of the issue of error correction in the classroom, feedback has
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occupied a prominent role in Second Language Acquisition research. The
main question is whether errors need to be corrected and, if so, which errors,
by whom, when and how. Regarding oral production and perception, several
recent studies have found that, in addition to implicit feedback, the presence
of explicit, individualized corrective feedback has an added beneficial effect
(Dlaska & Krekeler, 2013; Rubio, 2014; Saito & Lyster, 2012).

Summing up, one of the main challenges faced by LMOOCs is that learning a
language is fundamentally skill-based and practicing skills, in particular pro-
ductive skills, requires interaction with others. Therefore, LMOOCs should
provide an adequate learning environment including activities and tools
which stimulate social learning (Motzo & Proudfoot, 2017) as well as mean-
ingful constructive feedback. The challenge of providing feedback to a large
number of learners is typically faced in MOOCs, giving peers an increased
role in the feedback and assessment process (Rubio, 2014). However, peer
correction in LMOOCs might be problematic, since learners often do not feel
competent enough to correct their fellows and they consider this kind of ac-
tivity particularly demanding and time-consuming (Clifford et al., 2019).

2. Understanding language learners’ needs

In the framework of the LMOOC4Slav project, funded by the Erasmus+ Pro-
gramme of the EU during 2021-2024, several freely available online learning
tools have been produced for Slavic-speaking learners who intend to under-
take part of their studies in Romance-speaking countries. One of the main
results is an Academic Italian language MOOC, available on EduOpen plat-
form. International students who are beginning university studies face a be-
wildering range of obstacles and many of these difficulties involve the use of
the foreign language. In Italy, in most of the University courses, Italian is the
medium of instruction. “This language policy choice, in line with the pluri-
lingual approach of the Council of Europe that safeguards linguistic diver-
sity, can represent either a means of attraction or an obstacle. Many students
choose to come to Italy because of its language and culture. Nevertheless, the
language proficiency level required is not adequate to cope with studying in
Italy” (Troncarelli & Villarini, 2017: 8-9). So, the main objective of the course
is to provide participants with the necessary tools for a successful university
experience in Italy. In particular, the MOOC is aimed to help students of B1
or higher proficiency level, preferably before their arrival to Italy, to develop
intercultural competences, linguistic and communicative skills specific to the
academic domain, including those of comprehension and production of aca-
demic texts, and to acquire the most effective study strategies.
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To develop the syllabus of our Academic Italian language MOOC, the first
activity was to analyse the needs of the target learners to make decisions
on the goals and contents of the MOOC. A questionnaire was developed and
administered to a total of 209 adult language learners living in Italy (L2
(second language) learners - 21 informants) and in various Slavic-speaking
countries (FL learners - 188 informants). The questionnaire was adminis-
tered online using Microsoft Forms and it contained generic questions about
previous instruction and foreign language knowledge and specific questions
inquiring about knowledge and skills in Italian academic language and cul-
ture (e.g. textual genres considered difficult to produce or to comprehend)
as well as about learning strategies. Overall findings of the needs analysis
revealed that most of the FL/L2 respondents considered as one of the main
difficulties those activities which require oral skills, such as performing or
understanding an oral presentation, taking an oral exam, or participating in
a formal discussion. In particular, the answers to Q.15 (Fig. 1) show that the
main worries of foreign learners of Italian concern oral presentations and
oral exams at the University (for 100 and 96 FL/L2 learners, respectively),
but expressing one’s opinion and understanding university lectures are also
considered problematic for many learners.

15. In your opinion what could be the main difficulties you will encounter while studying in
Italy? You can choose more than one option.

Understand the teacher during the lesson
Understand manuals

Interpret charts and diagrams 90
Take notes a0

Express one’s opinion

60
Make an oral presentation 50
Take an oral exam %
Take a written exam zz
Write a formal e-mail 10 I I I
0 |

Produce a written academic text

Other

Fig. 1 FL learners’ expected difficulties while studying in Italy

Regarding oral discourse in general, Mauranen’s (2012) statement that
speaking has been overlooked in English for academic purposes due to the
main interest in written texts could be generalized for other languages as
well, including Italian. Written and spoken texts in academic setting have
their own characteristics, so in a syllabus of Academic Italian language MOOC
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it is necessary to dedicate specific modules to each of them. An academic
lecture and textbooks on the same topic do not present the same linguis-
tic features (Biber 2006): in classroom discourse there are specific linguistic
features used to signal the organization and coherence of a lecture, for exam-
ple discourse markers (e.g. Chaudron & Richards, 1986; Flowerdew & Tau-
roza, 1995) or metadiscourse and intonation (Thompson, 2003). Apart from
university lectures, there are many specific spoken registers that are com-
mon in university life, for example conversational exchanges of study groups
(Basturkmen, 2003) or one-to-one meetings during professors’ office hour,
situations that learners need to be aware of.

Finally, we need to consider that registers and genres follow different cul-
tural traditions. As Ylonen claims, “Due to different legal and convention-
alized rules of various countries, institutions, disciplines or paradigms, the
patterns of the genre (in terms of both the setting within a certain social
practice and verbalized realization) may vary in manifold ways even though
the inherited genre names sound similar” (2018: 370). To give a striking ex-
ample, an undergraduate examination at an Italian university is mainly held
orally whereas in Poland it is almost invariably written. In fact, Q.14 of the
questionnaire (Fig. 2) gives us some clues about the expectations of FL Slav-
ic-speaking students regarding cultural differences in academic settings: 122
students expect having problems in communicating with offices, 63 students
foresee problems deriving from different ways of carrying out lessons and
exams, 53 predict difficulties in communicating with their Italian teachers.

14. Which cultural aspect could create problems for you while studying at an Italian univer-
sity? (You can choose more than one option)

Lack of tuali
of punctuality —
Disorganization
120
Difficulty in communicating with offices
100
Difficulty in communicating with teachers
80
Different ways of carrying out lessons/exams

Difficulty in communicating with coursemates
. . . 40
Problems in collaborating with coursemates
Access to common areas (e.g. library, canteen) 0 . I . .
o [

Other

Fig. 2 FL learners’ expected culture-related difficulties
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3. Developing oral skills in LMOOCs: previous experiences

To investigate whether language MOOCs are a viable option to elicit oral
production and to improve oral skills of language learners (i.e., speaking, in-
cluding pronunciation, and listening comprehension skills), we propose to
analyse shortly some previous experiences through the observation of the
MOOCs Professional English (Barcena et al, 2014), Improving your Spanish
pronunciation (Rubio, 2014) and Aprendizaje de la pronunciation inglesa a
través de canciones y textos literarios (Estebas-Vilaplana & Solans, 2020),
each of them having a focus on oral skills.

The course of Professional English (2013, MiriadaX platform), described
in Barcena et al. (2014), includes oral and written interaction and sociolin-
guistic competence, relying on peer-to-peer tools of the platform. Interaction
was key to the course design, implemented through a series of activities to
foster collaborative learning in the MOOC, such as the use of forums to prac-
tise open writing and peer-to-peer (P2P) activities to provide feedback on
each other’s video recordings. For the P2P activities students were divided
in small groups of four and acted as evaluators of each other’s activities fol-
lowing guidelines provided in the MOOC. Only students who uploaded their
own videos could evaluate their peers. The guidelines contained evaluation
criteria designed to make the review meaningful for the learner who would
receive it. Furthermore, the course guide provided indications about how to
give useful and respectful feedback. Another key term in the course design
was scaffolding. Students who performed below 60% in fundamental activi-
ties were invited to complete extra support activities to gain reinforcement,
on an optional base, in order to provide flexibility. Also, in the module tests,
a link from each question gave learners explicit feedback taking them back
to the point in the course where the problem was explained. Maybe surpris-
ingly, it appears that peer-to-peer activities were not the most popular ones
among learners. To complete the course, students had to do 80% of the ac-
tivities. Whenever it was possible, P2P activities were left out. Even students
who acknowledged the importance of interaction in the questionnaire failed
to make the most of this opportunity, maybe because of the workload, time,
and effort they required. As a reaction to the lack of interaction, the teaching
team tried to change learners’ attitude emphasizing the importance of col-
laborative learning in the following edition of the MOOC.

The LMOOC Improving your Spanish pronunciation (2013, Canvas Network)
described by Rubio (2014) was designed to give learners the opportunity to
listen to native speakers’ pronunciation and to practice extensively, recording
their own production. The MOOC provided grids for self-evaluation, allowing
learners to compare their own production and the native model. Beyond the
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grid, students were also able to visualize their speech patterns on a spectro-
gram and compare them with a native speaker’s patterns. The practice sec-
tions were not evaluated, and the learners could record themselves as many
times as they wanted. Apart from self-evaluation, the MOOC included peer
evaluation as well. Students had to listen to peers’ recordings and provide
feedback using the same grid they used to evaluate themselves. Finally, at the
end of each module, students had an assignment where they had to record an
oral production including the pronunciation features practiced. The record-
ing was evaluated by the instructors using the grid previously used by the
students. In addition to the grid, instructors also provided individualized au-
dio feedback to every student, focusing on the learners’ problems, providing
correct models, and specific suggestions for improvement. As Rubio (2014)
states, in a massive online course, the crucial difference is the access to feed-
back, since the native speaker models and the chance to self-evaluate could
not be sufficient to bridge the gap between the actual performance and the
target pronunciation. In this course learners received individualized feed-
back both from peers and an expert (the instructor). Under these conditions
the absence of face-to-face interaction and the presence of a high number of
participants did not constitute an obstacle for effective pronunciation learn-
ing. As for the individual feedback, we have some doubts about its feasibility
whenever a very large number of students would participate in the MOOC.

The course The Acquisition of English Pronunciation through Songs and Lit-
erary Texts/ Aprendizaje de la pronunciation inglesa a través de canciones y
textos literarios (2019, 2020; OpenupEd), as described by Estebas-Vilaplana
and Solans (2020), focuses on listening and ear-training activities based on
singing and reciting songs and literary texts, combining explicit instruction
on English phonetics with implicit learning through singing and reciting. At
the end of each module, after the presentation and the practice, participants
were evaluated through a multiple-choice perception exercise with imme-
diate feedback. Besides, in the discussion forums participants could inter-
act and make questions and comments to their peers and to the teaching
team. The study demonstrates that the LMOOC helped learners to improve
efficiently their oral production skills, even if the production activities (sing-
ing and reciting songs and literary texts) did not have explicit correction and
feedback.

4. Oral skills in the Academic Italian language MOOC for Slavic speakers

Based on the results of the needs analysis (§2) and the analysis of previous
experiences (§3), let us see how oral skills in academic setting are presented
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and practiced throughout the Academic Italian LMOOC for Slavic-speaking
students. Table (1) shows the selection of videos (to watch, to analyse, and to
produce) connected to oral skills, including those regarding cultural aspects
that could represent obstacles when communicating with native speakers in
Academia. In each module, except for module 4, focusing on academic writ-
ing skills, ample space is dedicated to speaking and listening for academic
purposes, through semi-authentic videos followed by activities, video-les-
sons, specific exercises, and production activities. Several video-lessons and
exercises focus on the characteristics of spoken texts in academic setting, for
example on discourse markers.

Module 1 Studying in Italy
1) Semi-authentic Dialogue in formal context (student introduces herself to a
videos professor)

Dialogue in informal context (student introduces himself to a
group of coursemates)

2) Video-lessons Differences between formal and informal contexts
Problematic aspects for a student of Slavic origin in the Italian
culture

3) Production Record two short videos introducing yourself to a teacher/a
group of coursemates

Module 2 Communicating at the University

1) Semi-authentic Meeting of an Erasmus student with the university tutor

videos Meeting of an Erasmus student with the employee of the Erasmus
office
Exchange between classmates on a task to be carried out

2) Video-lessons How to communicate with professors, with university offices,

with classmates
Awareness of registers in language

Module 3 Understanding university lectures and taking notes

1) Testimonial The first time at a university lecture in Italy

videos Cultural aspects of university lectures in Italy

2) Semi-authentic Excerpt from a university lecture

videos Questions and answers during a university lesson
Teacher gives instructions for a homework assignment

3) Video-lessons The characteristics of the oral academic discourse
Strategies for understanding university lectures

4) Exercises Listening comprehension

Module 4 Written academic tasks

Module 5 Make an oral presentation at the University

1) Testimonial The first oral presentation at the University

videos

2) Semi-authentic Excerpts from oral presentations of native speakers
videos
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3) Video-lessons How to structure and implement an oral presentation
Effective communication strategies

4) Exercises Pronunciation
Oral discourse markers

5) Production Send a video with a short oral presentation based on a given text

Module 6 Express your opinion, take an oral exam

1) Testimonial Exams at [talian universities

videos

2) Semi-authentic Excerpt from an oral exam

videos

3) Video-lessons How to participate in a debate at the University

How to conduct group work
Argumentative strategies in formal and in informal contexts
How to answer questions effectively

4) Production Record a short video on how to study effectively using textbooks
and handouts

Tab. 1 Focus on oral skills in the syllabus of the Academic Italian LMOOC for Slavic-speaking students

The contexts and communicative situations presented include university
lectures, questions and answers and debates during the lectures, oral exams,
oral presentations, conversational exchanges of study groups, meetings with
professors, tutor, and the employee of the Erasmus office. We tried to face
the issue of different cultural traditions through testimonial videos and vid-
eo-lessons reinforcing observation, reflection, and the development of effec-
tive strategies to face them. As for the feedback, in addition to automatic cor-
rections and comments, students were also invited to evaluate themselves
using grids provided and to listen to/watch peers’ recordings and provide
feedback using the same grid. For example, in Module 1 learners are asked to
record two short videos introducing themselves to a teacher and to a group
of coursemates. The evaluation grid guides the learner to assign from 1 to 5
points, separately, to phonological, grammatical, lexical, and sociolinguistic
competence. The grid offers, for each point assigned, a descriptor clear and
understandable for a B1/B2 learner. As a final activity, students can option-
ally provide feedback to their peers, following Castrillo’s (2014) recommen-
dation to give a voluntary approach to these activities. Looking at another
example, in Module 5 participants are asked to record the production of a
series of problematic sounds for Slavic speaking learners of Italian and to
compare it to a native speaker’s model. This kind of activity was integrated in
the MOOC because self-assessment in pronunciation instruction is suggested
in the literature as a useful tool to enhance learners’ awareness, to increase
their motivation and to make the assessment process more learner centred
(Costamagna, 2000; Dlaska & Krekeler, 2008), aspects stressed also in the
studies presented in §3. In the same module learners are also asked to pro-
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duce a short oral presentation (5 minutes), to observe and comment on the
production of their peers.

5. Assessing efficiency of the activities aimed at developing oral skills

Assessing efficiency of an LMOOC differs from assessing efficiency of a face-
to-face course, since the learning process of a massive and heterogenous
group of MOOC participants requires constant monitoring to keep track of
its progress. As numbers might be considered an indicator of the course suc-
cess, some researchers argue that high enrolment numbers should not be
confused with the course efficiency. As Kulkarni et al. state, “Typing one’s
email address into a webpage is not the same as showing up for the first day
of a registrar enrolled class. It's more like peeking through the window, and
what the large number of signups tell us is that lots of people are curious”
(Kulkarni et al., 2013: 25). A successful course should therefore be able to
transform students’ curiosity into a meaningful learning opportunity.-

The question about how to define success in a MOOC has been partially an-
swered by Sokolik by deferring it to the participants themselves: “For a MOOC,
given the large numbers — however real they may be - success has to be driven
by students themselves. As no student is compelled to sign up, attend, or even
participate in any way in a MOOC, our usual ways of measuring success have to
be questioned” (Sokolik, 2014: 26). Thus, given different student profiles and
typologies of MOOC, we will have different definitions of success. A MOOC on
English for general purposes, for instance, will measure its success in achieving
learning goals connected with the development of skills and competences for
general communication in regards with the given CEFR level. For an Academic
Language MOOC addressed to university students, success may be defined in
terms of obtaining specific learning objectives, such as: being aware of different
language registers used in various academic contexts, developing comprehen-
sion strategies in the domain of academic discourse, learning how to enhance
production in the domain of academic disciplines, etc.

To assess the efficiency of the Academic Italian for Slavic-Speaking Students
in its preliminary design phase, the evaluation of its pilot has been conducted
in the months of March-May 2023. As for the evaluation methodology, both
quantitative and qualitative methods for collecting and analysing data have
been applied, following a mixed-method approach. The EduOpen delivery
platform has provided a quantitative collection tool, allowing to monitor
in real-time students’ progress (e.g. access to the platform, participation in
forum discussions, test results). As for qualitative data collection tools, a
post-course student questionnaire has been administered upon course com-
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pletion so as to verify learner satisfaction with the course itself. The survey
questions investigated in particular the participants’ fulfilment of course
expectations and achievements as well as their satisfaction in terms of the
course structure, its contents and duration, the promoted interaction, and
the provided feedback and scaffolding mechanisms. By means of the teaching
team’s observation, another qualitative data collection tool, students’ perfor-
mance in activities and their interaction in forums have been assessed.

The six-week pilot course was released on 20th February 2023 with 37
participants recruited from the Ss. Cyril and Methodius University (UKiM)
in Skopje. The participants’ group represented quite a homogeneous student
profile in terms of age, education and the field of study, with a mean age of 18-
24 years and the majority of participants being university Italian Language
and Literature students. Regarding other actors, one professor responsible
for the course coordination and tutors’ management as well as four tutors re-
sponsible for the course monitoring and forum management were involved.

All the interaction between students and tutors took place in the communica-
tion area, consisting of four forum types: announcements, assistance, produc-
tion and discussion forum. As communication tools allow tutors to observe only
the activities of active participants, information on the involvement of “invisi-
ble learners” (Beaudoin, 2002) is difficult to detect without Learning Analytics
techniques. Thus, Table 2 reports the data extracted from the learning system'’s
activity log, the number of forum discussion views and forum views, as well as
the number of users who viewed the forum discussion and the forum, so as to
verify whether the learning process has actually taken place. The results show
that most learners viewed the forum but did not read the discussion, the ex-
ception being the communication area dedicated to announcements and assis-
tance, where quite a high participation of “invisible students” can be observed.
The Announcements’ discussion was viewed 109 times by 21 students, while
the Assistance Forum discussion 92 times by 11 students, which is quite a high
amount when compared to the total number of participants.

Viewed . Viewed
. . . Viewed course
Viewed discussion:
Module Forum . . course module:
discussion number of
module number of
users
users
Announcements 109 21 59 21
Module 0 Assistance 92 11 106 27
Forum
Module1 | forumz26 1 1 97 34
Production
Modulez | lorum28 15 2 97 35
Production
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F 2.
Module 3 orum _6 10 . . 5
Production
Module 4 Forum 3_-4 5 , . 5
Production
Forum 2'_5 . ) . »
Module 5 Production »
Forum 3.1 6 5 -
Forum 3'_4 . : 5 5
Module 6 Production
Forum 3.1 0 0 142 33
Forum 3.2 0 0 o =
Total Module 1-6 237 27 817 36

Tab. 2 Data extracted from the learning system’s activity log related to the number of forum views

As for the communicative interactions taking place in the forum, the re-
sults show that the volume of communication is generally very low. In the
Assistance Forum the conversation takes place between two interlocutors,
the learner and the tutor, and is often limited to a triplet: a learner’s request,
a tutor’s response, a learner’s thanksgiving. The conversation is generated
by the technical assistance requests concerning the assignment submission,
the activity performance or access to the platform. In the Production Forums
an occasional communicative exchange can be observed between the learner
and the tutor consisting of two turns: learner assignment, tutor feedback.
As can be seen from the graph (Fig. 3), communicative interactions in fo-
rums constitute a very small percentage of the total amount of posts with the
exception of the Assistance Forum and the Production Forum of Module 1,
where the tutor presence is constant and the feedback provided.

Module 6 = 0%

Module5 0%

Module 4 0%

Module3 0%

Module2 0%

Module 1 |
Module 0 Assistance Forum |G

Module 0 Announcements 0%
0% 20% 40% 60% 80% 100% 120%

Fig. 3 Communicative interactions in the LMOOC forums

182



Borbala Samu, Agnieszka Pakula 7. How to improve academic oral skills in a language MOOC: from needs analysis to course design

The linguistic analysis of students’ oral performance has confirmed the
B2/C1 level declared by most participants in the pre-course questionnaire,
which means that students have the required language skills for academic
communication, tending to expand the conversation and using the appropri-
ate formal register. The video-presentations have the approximate length of
1 minute in the Forum 2.3 Production (a formal and informal self-presenta-
tion) and of 3 minutes in the Forum 3.4 Production (learning strategies pres-
entation), as required in the task.

Regarding the feedback, in the production forums students are asked to
self-evaluate their work by observing the self-assessment grid and to pro-
vide feedback to their course mates’ productions. Nevertheless, forum peer
interaction has not been observed and consequently no communication ex-
changes with peer feedback have been recorded. Students tend to post their
task in the form of an individual assignment, in some cases observing their
course mates’ posts without commenting on them.

Interestingly enough, the tendency towards forum passive participation
and the lack of interactive exchanges between learners has not been per-
ceived by the participants, as revealed by the final questionnaire results.
51.72% of students totally agree with the statement “The course promotes
interaction between students”, while only 3.45% totally disagree, 13.79%
partially disagree and 20.69% have no opinion. The responses have shown
the participants’ positive perception of the forum activities and tutor assis-
tance as well. The majority of students (58.62%) totally (37.93%, 51.72%)
or partially (20.69%, 6.90%) agree with the statements: “The forum activi-
ties have encouraged student participation”, “The tutors have helped me to
understand the course content better and have given me useful feedback”.
Additionally, 68.97% of respondents feel more confident in making oral pres-
entations and interacting in groups after the course completion, with only
one student not agreeing with that and five having no opinion.

The questionnaire also includes two open-ended questions to verify learner
satisfaction with the activities. Forum production activities have been indi-
cated as the most motivating ones by only one student, who feels stimulated
by an opportunity to test herself and reflect on her own production. Nine
respondents indicate the production activities, in particular video recording
(4 respondents), as less motivating, some of them justifying their responses
with the lack of time available. It can be assumed that oral university assign-
ments have been perceived as complex and time-consuming, and therefore
less stimulating than others.
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6. Conclusions

The paper aimed to investigate some factors that determine oral produc-
tion in a Language MOOC by analysing the previous studies and assessing
the efficiency of the Academic Italian for Slavic-Speaking Students course in
its preliminary design phase. The data analysis from the pilot test has helped
to observe both the visible and invisible side of the course dynamics so as
to better understand how online learning process takes place and how to
enhance students’ production. Some problematic areas that need improve-
ment have been identified, such as passive forum participation and the lack
of communicative interactions between learners, the role of tutor resulting
crucial in addressing these two issues.

As students tend to skip P2P activities, the tutor presence proves to be es-
sential to stimulate and guide peer communication in the forum. According
to Brinton et al. (2014), active participation of the teaching staff can contrib-
ute to an increase in forum discussion volume (Brinton etal. 2014: 357). Lan-
tolf and Thorne (2006) claim that receiving tutor and peer feedback results
important to promote autonomous learning through the development of the
learner’s ‘zone of proximal development’ (Vygotsky, 1978). It still remains to
investigate how to guide self-paced online learning, when tutor supervision
cannot be provided, so as to reduce the decline of activity on MOOC forums,
thus enhancing active participation aimed at developing learner productive
skills as well.
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8. Monitoring and assessing L2 prosodic competence

Eduardo Méking, Simona Sbranna, Aviad Albert, Martine Grice’

Abstract: Despite prosody being widely recognised as playing a crucial role in oral
communication, it is often reportedly neglected in L2 pedagogy. To address this gap, we
investigate the effectiveness of training focused on the prosodic marking of information status
(IS) in learners of L2 German. We recorded L2 participants with different L1 backgrounds,
using a semi-spontaneous collaborative task eliciting adjective-noun sequences in two IS
conditions: new-new (NN) and new-given (NG). Alongside a general language course, an
experimental group received prosodic training and a control group did not. We analyse
acoustic data with the ProPer toolbox to quantify FO contours (corresponding to perceived
pitch) and found that after prosodic training, learners were better at marking the givenness
of the noun by modulating FO on the preceding adjective: in the NG condition they produce
a higher FO on the first syllable of the adjective, followed by a steeper FO fall than in the
NN condition. As a result, in the NG condition the FO movement is completed within the
adjective and FO on the noun has no tonal prominence. This effect was retained in a third
recording session, two weeks after the training. For the control group, no such pattern was
observed, suggesting that the ability to mark information status with prosody is not acquired
in an L2 classroom setting unless it is explicitly taught. These results have implications for
the attention prosody should receive in L2 pedagogy, as well as for how it can be conveyed,
monitored and assessed.

Keywords: Prosodic Training; L2 Teaching; L2 Assessment; Intonation; Periodic Energy.

1. Introduction

he ability to correctly pronounce a foreign language involves both the

production of segments, i.e. consonants and vowels, and of prosodic
features, i.e. intonation and rhythm, of the target language. Prosody plays
a crucial role in oral communication by conveying important linguistic and
paralinguistic information and allowing for the correct interpretation of the
message. Linguistic information conveyed by prosody includes for example
information status (e.g. whether a referent is new or given), sentence modal-
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