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1 Introduction	
	
 
          
“Thirty years ago, students did all their learning inside of a classroom and got all of their information from 

encyclopedias, dictionaries and libraries. Today, students can download an eBook in less than a minute, 
search for anything in seconds, and find any topic on Wikipedia instantly. Technology is opening up the 

world of education.” 
“The Future of Digital Education”, 2012 

 

 
 According to researchers and key figures in education and development around the 
world, there is wide agreement that we are currently facing an unprecedented societal and 
economic change that makes it unclear how education should look in the near future and how 
we can meet the challenges of the 21st century. A lot has changed, it seems, since this picture 
of the state of education in the 1980s portrayed in the quote above, yet an educational 
revolution, as has been demanded by many, has not arrived. 
 In fact, it is hard to grasp how significantly the world of young learners has changed 
even in the past years when thinking about the amount of digitally stored knowledge that 
learners now have access to every second of every hour of their lives, from almost anywhere in 
the world. “People are creating 2,000 new websites every hour, [...] uploading 35 hours of video 
every minute and watching two billion YouTube videos every day” (“21st Century Education” 
2012). Nevertheless, it certainly seems that while technology and the advent of the digital era 
has transformed almost every aspect of our daily lives, education shows almost no transition to 
new forms of teaching and learning despite this newly created access to an abundance of 
knowledge and information. 
 When looking at the current model of education, it is difficult to determine whether any 
transformation has happened over the past decade, and there seems to be ample evidence 
that our education system is as old as two hundred years. As Sugata Mitra, professor for 
Educational Technology at the University of Newcastle, points out, the roots of modern day 
education lie to a large extent in the age of the Industrial Revolution when Western Empires of 
the 18th and 19th century colonized the rest of the world (Mitra 2014: 547). “In order to 
administer a colonized world”, Mitra (2014: 547) explain, “the empires invented modern 
systems of administration and management [...] using people as the computing elements”. 
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Mitra elaborates that “[i]n order to produce the large number of clerks needed to administer 
empires, primary schooling had to adopt a factory model, aimed at producing identical and 
interchangeable clerks” (Mitra 2014: 547).  
 Since then, economic and societal life certainly has changed profoundly, not only as a 
result of the digital revolution, but the classroom seems to have resisted all sorts of change. In 
fact, if we compare the 18th century classroom to the 21st century classroom, what is striking to 
observe is the vast number of similarities between the two. Many elements are still the same: 
the ‘sage on the stage’, the teacher-centered classroom, the simultaneous instruction of twenty 
to thirty students. Education, up until now, it seems, has largely failed to adapt to the global 
changes brought by the digital revolution and other profound changes in our daily lives. 
 Currently, there seems to emerge a global trend to transform and re-organize our 
current systems of education, and we would certainly be wise to do so. Nevertheless, it seems 
obvious that this transformation will be far from easy, as we are seeking to change a system of 
education that not only has existed for decades and centuries, but we are also facing the 
challenges of not knowing for what scenario to prepare future learners in a world that is 
changing at an unprecedented pace. As Ken Robinson, advisor to the queen and key speaker 

for a change in educational paradigms explains, “we expect education to help young people to 
build lives that have meaning and purpose in a future we can scarcely predict” (Robinson 1999: 
18). And that seems to be the prevailing picture in shaping today’s education: preparing 
learners in a very specific way while not knowing which path this future will take. 
 
 The aim of this paper, therefore, is to provide the reader with insights into tools and 
methodologies of digital learning that promise to help solve many issues of today’s education 
by equipping the learner with strategies for individual and collaborative learning to develop 
competences rather than merely acquiring knowledge and is conclusively structured in the 
following way: chapter one seeks to raise the topic of digital education and why digital learning 
is needed to better our current system of education, not only in the field of language learning. 
 In chapter two, the paper will give a brief history of digital language learning from the 
early 1960s and the birth of Computer Assisted Language Learning (CALL) and the rudimentary 
first form of the Internet before developing into the World Wide Web as we know it today, over 
the 1980s with its mainframe computers and first graphical interfaces to the technology of the 
21st century which offers broad forms of multimedia language learning and collaboration in 
language learning through wikis, blogs and social media channels. As the main reason of this 
chapter is to provide the reader with a broad overview of the biggest milestones in CALL and 
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technology-enhanced language learning, this chapter is intentionally as concise and brief as 
possible. 
 Chapter three deals with the subject of learning theories of the past century, from 
Chomsky’s theory of universal grammar and Krashen’s input hypothesis to the sociolinguistic 
and interactionist approach of the recent decades, as, according to many, every discussion on 
the topic of CALL and technology-enhanced language teaching affords a brief overview on 
contemporary SLA theories (Blake 2013: 14). Among other things, the reader will see how 
learning theories shaped technology-enhanced language learning and what implications SLA 
theories still have on the field of CALL. 
 Chapter four is dedicated to contemporary forms of hardware and software that Digital 
Media and Learning (DML) offers in order to enhance and facilitate language learning through 
the use of technology and should provide the reader with knowledge of well-known classics of 
language learning as well as the latest innovations in the field and group them logically for a 
better understanding of the subject. The chapter will deal with e-books and digital textbooks 
and how they are and will be integrated in the language classroom as well as the use of virtual 
learning environments, digital learning channels and social networks as a means for the 

technology-enhanced language classroom. 
 Chapter five will then raise the topic of upcoming new forms of methodology that the 
implementation of technology in the language classroom is associated with and portray which 
new forms of teaching can arise from effective use of digital technology in the EFL context. The 
reader will also learn to distinguish between online, mobile, flipped or blended learning and how 
personalized and peer learning using technology can create flow and higher motivation for 
language learners. 
 Chapter six revolves around the implications that the implementation of technology in 
the EFL classroom has on teaching and learning. The reader will be informed on how 
technology can enrich the language classroom by providing access to authentic materials, 
allowing for student-centered and collaborative learning and increasing learner motivation in the 
EFL context. 
 Chapter seven then, in preparation for the research project, informs the reader about a 
specific task of digital language learning: teaching creative writing with the help of technology. 
Besides useful apps and websites, it should be assessed how and why technology can be of 
great help for the language classroom and why creative writing should be considered a core 
element of the language curriculum. 
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 Chapter eight, finally, will give the reader an insight into the practical part of this thesis, 
namely the research project carried out at a Viennese school to demonstrate the 
implementation of technology in the EFL classroom as a means of teaching task-based digital 
learning on the example of creative writing. Next to answering the research questions on the 
readiness of Austrian EFL classrooms for digital language learning and the ideal ratio of face-
to-face and online learning, it aims to shed light on the issue of learner motivation through 
technology and the increase of students’ amount of writing contributions in the virtual learning 
environment Edmodo. 
 Lastly, the conclusive section of this thesis will try to encapsulate the knowledge gained 
from this project and present the conclusions the authors draws from his literature reviews and 
teaching project ideas and findings. 
 In general, the objective of this paper is to illustrate in how far the implementation of 
technology in the language classroom allows for actively addressing and proactively solving a 
vast number of issues and challenges arising from societal and economic changes that our 
world is currently facing. In that sense, the author is not shy to show his passion for the field 
and the high hopes that teaching with technology is holding. The key idea of this paper, 

nevertheless, is to compile and assess concepts and research on language learning through 
the use of technology in order to surface teaching models for educators to engage, motivate 
and assist students in becoming self-aware, pro-active and collaborative language learners by 
embracing the world of digital technology. 
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2 History	of	digital	education	
 
 On October 29, 1969, Charles Kline sent the short string of characters 'LOGIN' from a 
computer of the UCLA data center to the Stanford Research Institute, a mere 5,000 kilometers 
in distance (Beißwenger 2011: 1). The promising transfer already collapsed after the second 
character, though marking the birth hour of the Internet and technology-enhanced synchronous 
communication in the future World Wide Web (Beißwenger 2011: 1). Since that remarkable 
event, digital technology has seen an unprecedented rise inside and outside formal school 
settings, and yet the implementation of technology in the language classroom is still far from its 
peak. In fact, it is widely agreed that over the past decades, language learning has become one 
of the most dynamic areas regarding technology-enhanced learning (Thomas et al. 2012: 1). 
 To better understand the present situation of technology-enhanced language learning, 
the following section aims at shedding light on decades of technological advancement of 
computer technology and the consequent implications for language learning. The presented 
history of digital education and EFL learning in this section will deal with technology-based 
language learning from its humble beginnings of Computer-Assisted Language Instruction 
(CALI) and find its way to contemporary online and blended learning pedagogy of today's 
classrooms. Due to the limited scope of this paper, the overview given is consequently concise 
and focuses only on main developments of technology-enhanced language learning. For a 
more detailed study of the subject, consult the works of Levy (1997) and Delcloque (2000), who 
provide an in-depth look at the field (Thomas et al. 2012: 19). 
 
 
Figure 1 The Three Stages of CALL (Blake 2013: 49)  
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2.1 The	1960s	and	stimulus-response	learning	
 
 According to Levy (1997: 15), the early forms of computer assisted language learning 
(CALL) of the 1960s took the shape of heavy mainframe computers, where language learning 
meant "memorizing a body of well-choreographed responses that included frequent vocabulary 
items, clichés, and phrases used at appropriate moments in a conversation” (Blake 2013: 49). 
These mainframe-based language learning programs were repetitive in nature and initially 
constructed to free language teachers from repetitive tasks, allowing more student-teacher 
time for communicative exercises (Thomas et al. 2012: 21). The process of learning in that era 
broadly followed a Skinnerian behaviorist framework, as language instruction was viewed as "a 

type of conditioning, [...] getting students to produce a series of responses in reaction to 
particular stimuli" (stimulus-response theory; Blake 2013: 49). Regarding the linearity of this 
form of learning, this approach is often referred to as 'computer-assisted language instruction' 
(CALI), in contrast to computer-assisted language learning (CALL), where language learning 
follows a more communicative approach and the focus lies more heavily on meaningful content 
(Blake 2013: 49).  
 In retrospect, the era of mainframe-based language learning can largely be defined as 
an era where technology has mainly been exploited as a tutor and drillmaster. Also most 
activity in CALL took place in the United States (Thomas et al. 2012: 24), which makes it hard to 
draw conclusions for the development of digital language learning in other parts of the world. 
Nevertheless, it is interesting to note that programs at the initial start of CALL performed were 
flawed in many areas, which can be seen in the fact that even seemingly simple tasks as 
displaying foreign characters was impossible for most computer programs of that time. The 
only exception being the University of Illinois' PLATO project, which already used Macintosh's 
more advanced Hypercard technology (Blake 2013: 51; Thomas et al. 2012: 24). 
 

2.2 The	1980s	and	the	communicative	approach	
 
 The 1980s saw a general switch from unwieldy mainframe computers to lighter and 
easier to use microcomputers with the launch of Apple's Macintosh in 1984, introducing the 
groundbreaking new concept of graphical user interface (GUI), making interacting with 
computer-generated content easier and more intuitive for users and learners (Blake 2013: 49). 
With the Macintosh, Apple also introduced the concept of hypertext, "a nonlinear way of 
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organizing multimedia materials, information, and activities that broke the CALI linear mold and 
launched a new generation of computer programs that now could be referred to as CALL" 
(Delcloque 2001: 69). Next to a revolutionary user interface, the 1980s and early 1990s also saw 
the introduction of CD-ROMs and later DVDs, all of which have a large capacity for multimedia 
content (audio, video, graphics, etc.) that learners could access via integrated laserdisc players, 
replacing low capacity media such as the floppy disc (Blake 2013: 50). 
 The combination of grammar and vocabulary training with the computer's inherent 
accessibility for multimedia content gave rise to the creation of programs and simulations that 
would allow the learner to connect with language learning content in a new and engaging way. 
The Massachusetts Institute of Technology (MIT), for instance, produced a high-quality 
language learning simulation in 1989 named the ‘Athena Language Learning Project’ (ALLP), 
"mimicking real-world tasks based on meaning and authentic materials", introducing multiple 
plots, complex characters and knowledge-based choices, thus creating "an intrinsic motivation 
to complete the materials" (Blake 2013: 51).  
 Second language learning programs of that era were, for the first time, able to provide 
immediate and relevant feedback for the language learner. Artificial intelligence became an 

important focus in the newly created field of iCALL (intelligent CALL), using databases to "track 
learners’ responses and, ultimately, provide feedback with commonly asked questions and 
mistakes" (Blake 2013: 51). The newly added technique provided practical solutions for 
adaptions to individual learning styles and replaced the behaviorist model that solely used a 
linear sequence of learning materials in order to stimulate the learner to produce correct 
answers (Blake 2013: 51). Nevertheless, despite the fact that the communicative approach has 
largely been established in second language learning, most learning programs of the 1980s and 
1990s were created with the 'drill-and-kill' pedagogy of early CALL materials, resulting in an 
abundance of grammar and vocabulary training programs, neglecting the inherent accessibility 
of multimedia options for language learning (Thomas et al. 2012: 25). 
 

2.3 The	2000s	and	the	beginning	of	New	Media	
 
 The increasing use of technology in the language classroom had led to the creation of 
learning software that was able to record and play back sound for the language student. The 
2000s now saw a profound perfection of this technology, resulting in high-quality audio and 
video material that would replace the 1990s computer interface objects that only triggered 



	 15	

sound effects or simple speech utterances (Thomas et al. 2012: 31). At the same time, the 
appearance of the World Wide Web, established for a broad audience in the mid-90s, had 
gained great importance in second language learning, and 'e-learning' largely became the 
buzzword of the early 2000s, leading to the implementation of digital advancements in 
education such as 'virtual learning environments' (VLE; Thomas et al. 2012: 31). Additionally, 
the advent of the Web 2.0 finally fulfilled the Internet's ultimate promise of being a place for 
collaboration, knowledge sharing and social interaction, just as its creator, Tim Berners-Lee, 
had envisioned it (Thomas et al. 2012: 33). 
 According to Blake (2013: 55), recent advances in digital learning using Web 2.0 
applications "have led to a proliferation of useful apps or programs that run on the Internet and 
can be accessed by an iPad or iPhone". Forums, blogs, wikis and podcasts, made possible by 
Web 2.0 technology, have started to be implemented in formal and informal learning settings, 
and CALL sees an unprecedented rise in language learning communities promoting 
collaboration and interaction using digital learning tools (Thomas et al. 2012: 33). This 
development is also due to the enormous rise of mobile Internet usage, which has reached 3.7 
billion unique users as of 2017, with mobile devices accounting for 49.7 percent of web page 

views worldwide (Statista 2017). The following chapter, therefore, examines recent 
technological advances in online and mobile learning, with a focus on internet-based social 
learning and collaboration strategies. 
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3 Learning	theories	for	SLA	
	
 
 In the past decades, the field of SLA has seen a great number of learning hypotheses 
that have, in one way or another, shaped the development of second language instruction. It 
therefore certainly adds value to the discourse of technology-enhanced language learning to 
briefly discuss some of the most predominant SLA theories, as, according to Blake (2013: 14), 
"[n]o general discussion of technology within the context of language teaching would be 
complete without a brief overview of current SLA theories" (Blake 2013: 14).  
 On that note, the following section aims to give the reader a basic summary of 
contemporary learning theories of SLA and how they overlap with the development of 
technology-enhanced second language learning. After all, as Blake (2013: 14-15) strongly 
points out, "[l]anguage professionals need to have an adequate theoretical background in order 
to decide when a particular tool might assist the students’ L2 development". 
 

3.1 The	psycholinguistic	approach	
	

3.1.1 Chomsky's	theory	of	universal	grammar	
 
 It is impossible to start a discourse about second language learning without mentioning 
its most prominent contributors, Stephen Krashen and Noam Chomsky, enjoying an almost 
rock star like fame in the field of linguistics and SLA. Chomsky’s psycholinguistic inquiries into 
the nature of language have most certainly revolutionized many assumptions in the field of 
linguistics and hugely influenced the area of SLA. In his hypothesis on the concept of an 
inherent universal grammar, Chomsky claimed that "all children are innately predisposed, if not 
prewired, to learn language", only requiring a sustained exposure to language material (Blake 
2013: 15). According to this concept, the young learner is equipped with an inherent tool, the 
'Language Acquisition Device' (LAD), to establish the formation of an internal grammar, 
constrained by universal properties that are found in every language (Chomsky 1986, quoted in 
Blake 2013: 15).  
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3.1.2 Krashen's	input	hypothesis	
	
 Krashen (1985) picked up on Chomsky's hypothesis and highlighted the importance of 
adequate input for SLA in that he stated that input for L2 learners needs to be comprehensible 
and challenging, hence formulating his input hypothesis (Blake 2013: 15). The base of this 
hypothesis is the mathematical metaphor 'i+1', where 'i' stands for 'interlanguage', 
representing the target language of learning that should be scaffolded by slightly more complex 
language, or as Blake (2013) formulates it, "< i + 1 > designates input that pushes L2 learners to 
restructure their interlanguage without overwhelming them with data well beyond their present 
capabilities" (Blake 2013: 15). Most learning programs and textbooks make use of this 
hypothesis by presenting tasks and exercises in a linear fashion, targeting the goal of providing 
comprehensible input for language learners. 
 

3.1.3 Krashen's	affective	filter	hypothesis	
 
In addition to the input hypothesis, Krashen came up with the affective filter hypothesis, a 
recognition that learning anxieties can have enormous influence on how language is processed 
and can ultimately block language acquisition to the part where no learning takes place (Blake 
2013: 18). According to Blake (2013: 18), "[t]hese anxieties erect an affective filter that reduces 
the students’ ability to make use of comprehensible input and subsequently blocks 
interlanguage development". These implications, once more, suggest that the often-discussed 
notion of a 'positive learning environment' and an 'inviting classroom' where learners feel safe 
and motivated are key to successful language learning by lowering the students’ affective 
filters. Some great examples for the implication of the affective filter hypothesis in technology-
enhanced learning are the 'School of One' project, discussed in Chapter 5.3.2, where students 
follow task-based instruction on tablet computers in low-anxiety settings, or the concept of 
game-based stealth assessment, discussed in Chapter 5.5.3, aiming at creating low-anxiety 
situations for learners in high stakes testing scenarios.  
 

3.2 The	sociolinguistic/interactionist	approach	
 
As prominently displayed in Stanley Kubrik's 2001: A Space Odyssey in the form of the super-
computer HAL, technology is far from providing a convincing image of a human being for social 
interaction that can qualify as a real person. Nevertheless, computers, to a large extent, are 
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able to provide much needed social interaction that is crucial to effective second language 
learning. Additionally, studies consistently have shown that people have a strong tendency to 
interact with technology in a profoundly social way, similar to real-life interactions, as Reeves & 
Nass (1996: 5) point out in their work The media equation: How people treat computers, 

television, and new media like real people and places. This is significantly important, as it shows 
that learners are prone to see educational technology as their personal helper, and, as in 
human-to-human relations, want to make an effort to cooperate and, in a way, fulfill the 
computer's 'expectations'. 
 In that sense, "[i]t is not necessary for computers to be human but only to simulate 
certain human qualities", according to Blake (2013: 22). Interface design in language learning 
programs already largely builds on that fiction of learners viewing their technology as human, as 
can be seen in the bold example in Voki's creation of 'speaking characters for education' 

(www.voki.com), which allows the creation of avatars to improve lesson comprehension and 

student participation. After all, people rely on technology to follow basic principles of teaching 
(Pinker 1995: 228), namely that the information supplied is "relevant, truthful, informative, clear, 
unambiguous, brief, and orderly" (Blake 2013: 22). This is especially relevant when technology 
is responsible for addressing individual learner differences, as in the 'School of One' example, 
or is needed to provide relevant feedback for the learner. 
 

3.3 Implications	of	SLA	theories	on	CALL	
 
 The history of CALL is not only influenced by technological advancements and the 
evolution of computer technology for language learning but also shaped by popular trends in 
language pedagogy and contemporary theories for foreign or second language learning. In that 
sense, it is important to note that different SLA theories also suggest "differing degrees of 
importance concerning the role of instruction/practice and, by implication, the use of 
technology in the classroom" (Blake 2013: 14). After all, learning, as a change in disposition, is 
always considered an active process (Swann 2012: 84) and this is especially true for interactive 
language learning. Nevertheless, it can be regarded as self-evident that technology in language 
learning can significantly support a large number of language learning activities, from linear 
‘drill-and-kill’ exercises to complex communicative tasks. 
 With regards to Krashen (1985), comprehensible input is crucial to effective language 
learning, and contemporary educational technology is capable of providing 'i+1' language 
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content to the individual learner by continuously assessing the student's knowledge and 
evaluating the following task based on these principles (as will be discussed in chapter 5.5 on 
game-based learning). This is to say that technology, when implemented thoughtfully and 
purposely into the curriculum, is crucial in providing relevant language content and has "a vital 
role to play in augmenting the opportunities for L2 learners to receive target-language input" 
(Blake 2013: 22). After all, the amount of contact with the target language is crucial to language 
acquisition and studies have shown that fluent SLA take an average five to seven years under 
classroom conditions (Blake 2013: 22). Thus, technology, in the form of language apps or social 
media communication, for instance, can provide significant help for FL teachers to guarantee 
maximum L2 contact for their learners.  
 Regarding the interactionist approach in SLA theories, the former section demonstrated 
that technology can provide learners with a proper language training assistant in the form of an 
avatar or learning app, for instance, and that learners instinctively attribute positive features to 
these technologies and generally perceive said programs as their personal helper (Reeves & 
Nass 1996: 5). Fogg (2003: 69) even goes so far as to state that learners react highly positively 
toward reinforcement or rewards received from technology and that these reinforcements can 

be utilized to change learners’ behavior, as, for example, in increasing their engagement toward 
the learning process. Especially in the field of learner motivation, these findings show that 
technology can be of great help in the language classroom. 
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4 Digital	media	and	learning	(DML)	
	
 
 Language learning is definitely a time-consuming activity. It is estimated that reaching a 
high level of fluency takes "anywhere from 700 to 1,320 hours of full-time instruction" for the 
average language learner (Blake 2013: 1). To this day, there is broad skepticism among 
educators on how technology can facilitate the process of language learning, given the fact that 
L2 learning is for the most part a social, ideally face-to-face, process. This section aims to 
provide an overview of teaching technologies that are said to transform language learning in the 
upcoming years, as well as to broadly categorize online and mobile learning tools from digital 
textbooks to social media platforms and how they can be integrated effectively into the 
language classroom. 

 
	

4.1 E-books,	digital	textbooks	and	OER		
 

4.1.1 E-books	
	
 E-books have become a significant part of everyday media consumption, nevertheless 
they are only scarcely used in today’s language classrooms despite broad political effort 
toward their integration in the school curriculum (Ehmig & Heymann 2013: 258). An e-book, also 
known as an electronic or digital book, is defined as a “digitally released version of a book, 
often consisting of text and images and available on electronic devices, such as specifically 
designed e-book readers” (Statista 2017). Since the rise of (affordable) e-readers and tablet 

computers, e-books have significantly gained influence in today’s book market and are 
expected to make up a quarter of global book sales in 2018 (Statista 2017).  
 Over the past years, e-books have become the subject of academic study for digital 
learning, particularly regarding the influence of digital media on processing information as well 
as the use of e-books to generate higher motivation regarding students’ motivation towards 
reading. Contrary to popular belief, these studies found that information consumed digitally, 
through e-readers like iPads or tablet PCs, was being processed more effectively than when 
the same content was presented in a traditional paper format (Ehmig & Heymann 2013: 258; 
Forschungsschwerpunkt Medienkonvergenz 2011). Similar studies attributed positive results to 
e-books in the field of reader motivation (Ehmig & Heymann 2013: 259). According to Stiftung 



	 21	

Lesen (2011) and their study on reading practice of 12th graders toward digital and traditional 
media, the institute found that digital book titles were downloaded four times more often by the 
students than when the same works were presented in traditional paperback format. As the 
prime reasons for these results the researchers identified ”a more positive attitude” toward e-
books among young readers in general, as well as a smaller threshold of starting to read a 
lengthy book in digital format, compared to traditional paperback editions (Ehmig & Heymann 
2013: 258; Stiftung Lesen 2011). 
  

4.1.2 Digital	Textbooks	
  
 
 The positive outcome of studies concerning information processed via digital media 
formats (presented in the past section) as well as an upcoming trend toward the use of digital 
media in the classroom have led to a significant rise in the implementation of digital textbooks 
in today’s classrooms. However, it is important to point out that digital textbooks, ideally, are 
much more than just PDF equivalents of traditional text books and can better be described as 
interactive e-books that allow students to process learning content through a range of 
multimedia components such as texts, images, sounds, infographics, hyperlinks and many 
more (Blanche et. al. 2017: 103). Therefore, the key ingredient for an effective digital textbook is 
its interactivity, as this allows learners to ‘dive deeper’ into the subject by enriching the learning 

experience with additional content like video tutorials and interactive quizzes of study questions 
(Blanche et. al. 2017: 110; Ebner et. al. 2013: 336). 
 In their 2017 study on the influence of digital interactive textbook instruction on student 
learning preferences and subsequent motivation toward their use, Blanche et al. (2017: 110) 
were able to show that students regarded digital textbooks as highly favorable compared to 
their traditional counterparts. Learners specifically valued the textbooks’ interactive quizzes at 
the end of every chapter, which allowed them to evaluate their current level of comprehension 
of the content and helped them to identify information important for later assessment. Provided 
with the latest generation of iPads and corresponding e-book reading software, students were 
able to highlight information easily by clicking on a portion of the text and to attaching 
personalized notes to the content in text or audio format that could be retrieved easily through 
an internal search option, all of which, according to the learners, gave them a better 
understanding of the provided content (Blanche et al. 2017: 110). 
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 At this point, it is important to mention that during the conception of this thesis Austria’s 
government has raised the intention of making the use of digital textbooks a top priority in 
educational objectives for the upcoming years. Nevertheless, and even despite the suggested 
positive outcomes of interactive textbooks in recent studies (portrayed in this and the previous 
section), Austria is only providing its schools with minimalistic PDF versions, simplified digital 
equivalents of textbooks already in use (Kogelnig 2016), thus depriving its students of the 
potential benefits of genuine digital learning. In this case, Austria’s approach toward a 21st 
century classroom must be described as the opposite of the one leading innovators like South 
Korea are taking. In 2014, South Korea invested 1.4 billion U.S. dollars in the ambitious project 
of creating a paperless classroom, aiming to provide every classroom with broad-band Internet 
for effective cloud-computing and peer-to-peer collaboration, as well as with digital textbooks, 
tablets and laptops free to use for every learner (Ebner et al. 2013: 344). 
 
 

4.1.3 Open	educational	resources	(OER)		
 
 Open educational resources (OER) are defined by the OECD as “teaching, learning and 
research materials that make use of appropriate tools, such as open licensing, to permit their 
free reuse, continuous improvement and repurposing by others for educational purposes” (Orr 
et al. 2015: 17). More generally speaking, OER are online collections of teaching resources that 
are free to use and reuse under a Creative Commons (CC) license and carry great potential for 
helping teachers achieve their teaching objectives in today’s classrooms (Wintermann 2014: 
251). Other than just browsing the Internet via search engines for relevant teaching content, 
OER platforms like TeachPitch (see figure 2) and others, allow educators to apply specific 
categories to their search in order to find relevant and high-quality content for any teaching 
sequence. This can help teachers to collect, use and remix course and age appropriate content 
from a world-wide database and allows them to shift their focus from creating content to 
working on how to effectively use said content in the classroom. 
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Figure 2 Teachpitch search mask 

 
  
 Same as Wintermann (2014: 251), the OECD paper on ‘Open Educational Resources 
(OER) in Educational Policy and Practice’ holds high hopes for OER in solving the educational 
challenges of the 21st century classroom (Orr et al. 2015: 16). However, their study continues to 
point out that the “potential of OER is determined by the way they are used” in that teachers 
can either substitute them for traditional materials to simply save time or choose to more 
effectively use them to “lead to a full redefinition of the teaching and learning environment” (Orr 
et al. 2015: 16). In that sense, teachers should not regard OER as just any teaching content 
they download off the Internet but as relevant and useful materials that should be implemented 
in the curriculum with a clear and specific educational purpose in mind (McGreal, 2014: 51 in 
Orr et al. 2015: 18). 
 Besides the above mentioned platform TeachPitch, which offers OER in the form of 
course materials, modules, textbooks, streaming videos, etc., allowing teachers to specify their 
search criteria according to “format, age, course lengths and source” (TeachPitch 2018) in 
order to find age-appropriate and relevant content for their lessons, there are a large number of 
national OER, like Edutags specified for German-speaking users, and international OER 
platforms, like OER Commons, to be found on the Internet (Wintermann 2014: 251). In whatever 
way they are used, teachers should keep in mind that the Creative Commons license for OER 
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not only allows them to download and implement these materials in their classroom but 
strongly encourages educators to modify, reuse and share their newly created content for 
future classroom collaborations. 
 

4.2 E-learning platforms 
 

4.2.1 Google	Classroom	
	
 
 ‘Google Classroom’ is an interactive online learning platform that aims to facilitate 

teacher-student communication and classroom work for both educators and students. As one 
of the first Web 2.0 gadgets that Google has offered in its ‘Apps-for-Education’ services, 
‘Classroom’ was launched in 2014 to help students create and organize assignments and to 
provide educators with an effective tool to review and grade students’ texts online whilst being 
able to provide immediate feedback via the platform (Shaharanee et al. 2016: 020069-1).  
 Google’s focus on the platform was to create a tool that is intuitive and easy to use: 
‘Classroom’ lets teachers create a virtual classroom and generates a unique code that allows 
students and teachers to log on to this classroom to exchange content (Google Support 2018). 
The teacher can then create an infinite number of assignments and attach different types of 
materials (e.g. Word/PDF files, Google Docs, YouTube videos, etc.) to them. By posting the 
assignment to the group, students will be able to see and work on the assignment from any 
device available to them (phones, tablets, notebooks, etc.) and can also hand in the assignment 
via the online interface within a selected time frame set by the course instructor. The teacher 
can then review the assignments from his/her preferred gadget and return the graded version 
via the platform as well as attach additional feedback (Google Support 2018).  
 Regarding academic support for the use of Google classroom in education, it must be 
said that despite numerous tutorials and comments on its usage on the Internet, profound 
academic research is still scarce. Nevertheless, studies published on the topic, for example, 
Shaharanee et al. 2016’s research project on identifying Google classroom as an effective tool 
for online learning, showed ample evidence for positive outcomes of implementing the learning 
platform into classroom activities and suggests strong support for its use regarding motivation 
and overall satisfaction for online learning platforms (Shaharanee et al. 2016: 020069-5).  
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4.2.2 Edmodo	
 
 Edmodo is an educational technology tool launched in 2008 that allows educators to 
effectively communicate with their students as well as the students’ parents through a digital 
learning platform. Similar to Google Classroom, it provides teachers with an effective platform 
to create online assignments that students can work on and hand in via the platform whilst 
allowing teachers to provide feedback and grades in the same way (Carlson & Raphael 2015: 
6). 
 Compared to the most common educational technology platform ‘Google Classroom’, 
discussed in the previous section, Edmodo’s interface has a slightly more playful appearance 
than its seemingly more professional counterpart but convinces through its intuitive handling. 
Students can, similar to social media platforms like Facebook, share notes, links and 
documents and can post comments on each other’s walls as well as send private messages. It 
also allows personalized learning via the integration of a number of learning apps, and students 
can define learning goals and evaluate their status quo at any time. According to Carlson & 
Raphael (2015: 5) Edmodo also shares Facebook’s mission of “humanizing and personalizing 
the vast resources of the Internet, offering [...] accessible and organized unique portals for 
discovering information.” At the same time, Edmodo seeks to provide students and teachers 
with a safe and protected educational environment, a place to “safely practice the digital-age 
social networking and learning skills they will need in their increasingly connected personal, 
academic, and later professional lives” (Carlson & Raphael 2015: 6). 
 As far as teachers are concerned, the Edmodo platform enables them to provide 
students with regular feedback and evaluation and even the option of awarding badges 
(Micheuz 2013: 263). As ‘head of a paperless classroom’, teachers can “create and lead 
moderated groups where students post questions, engage in discussion, and respond to 
instant polls or quizzes“ (Carlson 2015: 6). Teachers can also profit from the global Edmodo 
network that makes it possible to interact with other educators around the globe and to share 
lessons, resources and teaching materials (Carlson & Raphael 2015: 6). 
 Regarding motivating students, Edmodo aims at provide learners with a sense of pride 
for posting relevant content and getting purposeful feedback from educators and peers. Ideally, 
this new way of processing information for learners gives an additional purpose to the learning 
process as students see their input as valuable. Additionally, even parents can oversee their 
children’s learning engagement as the platform allows a ‘bird’s-eye view’ of the content shared 
(Carlson & Raphael 2015: 6). With regards to internet privacy, another positive feature of the 
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learning platform is that “[n]o data within the groups created inside of Edmodo are searchable 
from the general internet” (Carlson & Raphael 2015: 7), thus making it a safe environment for 
any student-teacher dialogue. 
 Unfortunately, in 2017 Edmodo has become victim to an alleged data breach that again 
fueled the debate about the implementation of free educational technology in the classroom 
(Edsurge 2017). Nevertheless, the learning platform continues to provide useful services for 
digital learning and can be regarded as one of the leading platforms for free and easy-to-use 
online learning environments with numbers peaking at around fifty million users and a reported 
coverage of 85 percent of the largest school districts in the United States alone that are using 
Edmodo on a regular basis (Carlson & Raphael 2015: 6). 
	

  

4.2.3 Facebook	
 
 The use of social media platforms among young learners is growing at an 
unprecedented scale, enabling new spaces for teaching and learning in the 21st century 
classroom. Nevertheless, the fields of academia and education are still far from acknowledging 
the potential of social media for language learning, restricting innovative teachers from 
implementing social media sites into their classroom activities (Lantz-Andersson et al. 2013: 
293). However, research has shown that these platforms possess great potential for digital 
learning and could significantly improve teacher-student communication as well as peer 
collaboration inside and outside the language classroom (Wintermann 2014: 252). 
 Analyzing today’s social media landscape, it can clearly be seen that Facebook is by far 
the most popular social media platform, with more than two billion active monthly users and 
five new profiles created every second (Zephoria 2018). Since its creation on February 4, 2004, 
Facebook has also been the focus of public debate revolving around the effects of social 
networking on society and culture, and the potential danger of increased transparency or 
cyber-mobbing of adolescent users (Harris 2013: 101). Nevertheless, the medium’s inherent 
combination of usability and attraction for student learners is what makes Facebook a powerful 
tool for classroom collaboration and online learning with the potential of bridging the gap 
between students, educators and parents (Wintermann 2014: 252). In this context, Lantz-
Andersson et al. (2013: 293) have studied the use of Facebook as a tool for EFL teaching after 
identifying the fact that young learners typically spend a significant amount of time on 
Facebook communicating with their peers. Additionally, a large part of the Facebook 
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community are non-native speakers of English interacting with other non-native speakers, 
making it an excellent playing field for EFL activities (Lantz-Andersson et al. 2013: 294).  
 For their study on collaborative learning through social media, Lantz-Andersson et al. 
implemented a Facebook group joined by 60 learners aged between 13 and 16 from four 
different countries (Colombia, Finland, Sweden and Taiwan) whose first language was not 
English, which was supervised by the group of researchers and the students’ teachers. Over 
the course of nine month, learners were encouraged to interact with each other by presenting 
themselves and their country through posts and comments on the platform (Lantz-Andersson 
et al. 2013: 295), and although the amount of language interaction in the educational setting of 
the study was significantly lower than the students’ everyday interaction on Facebook, the 
study shed light on how interactions on social networking sites can be integrated into EFL 
teaching, making use of the fact that “English is [the most common] mediating language among 
many students, especially for online communication” (Lantz-Andersson et al. 2013: 296).  
 Overall, the researchers were able to monitor a large amount of communicative 
interaction supposedly “triggered by the students’ established communicative, collaborative 
practices that belong to their everyday use of language in social media” (Lantz-Andersson et al. 

2013: 310). Nevertheless, the study clearly suggests that in order to “take advantage of young 
people’s various dynamic communicative uses of language in their everyday life in social 
media” educators need to have a clear goal in mind and constantly supervise the students’ 
output to guarantee maximum benefits for collaborative language learning in the EFL classroom 
(Lantz-Andersson et al. 2013: 309). 
 

4.3 Digital learning channels  
	
	
 Digital learning channels are among the fastest growing trends in mainstream media and 

by now, almost every major educational institution in the world is hosting its own educational 
media channel, presenting their learners with collections of videos, featuring lectures, tutorials 
and other media, for effective online learning (TeachThought 2018). These channels allow 
teachers and institutions to on the one hand share and blend information to represent their 
thoughts and ideas to an online audience and on the other hand implement online videos from 
other creators in a diverse and dynamic way in today’s classrooms (TeachThought 2018). The 
following is an introduction to some digital learning channels that have the potential to 
transform classroom learning providing quality content. 
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4.3.1 YouTube	for	#education	
 
 ‘YouTube EDU’, or ‘YouTube for #education’ as it is sometimes referred to, is an 
educational YouTube video channel that features cross-curricular videos, aiming to help 
students find relevant content for online learning and providing teachers with educational 
videos for their lectures (YouTube 2018). Launched in 2009, ‘YouTube EDU’ features content 
from over a hundred learning institutions, providing access to quality lectures and video 
courses (TeachThought 2018) and has, as of January 2018, more than ten million subscribers. 
Same as OER, the digital channel allows educators to specify age group and grade levels in 
search for video content, ranging from ‘primary and secondary education’, ‘university level’ and 
‘life-long learning’ (YouTube 2018). What started out as a playful way of sharing video content 
has meanwhile evolved into the largest video-sharing site that streams more than four billion 
videos a day, and roughly one hundred hours of video are uploaded to the site every minute 
(Lange 2014).   
 Next to ‘YouTube EDU’, there exists a sheer endless number of learning channels 
represented on the YouTube platform, for example, ‘RSA Animate’, which translates popular 
lectures into video graphics, or ‘Edutopia’, which focuses on K-12 education, or the National 
Geographic channel, which revolves around wildlife and ecosystems, making YouTube a 
powerful video provider for online learning (TeachThought 2018). 

 

	

4.3.2 Ted-Ed	
	
 With over 400,000 subscribers, this channel offers an extensive library of original videos 
meant to inform and inspire. A new lesson is posted every day from Monday to Friday, and 
relevant TED Talks are highlighted on weekends (TeachThought 2018). TED, short for 
Technology, Entertainment and Design, is an annual conference held in Vancouver, British 
Columbia, and various other locations around the world, featuring concise lectures by various 
renowned innovators, scientists and Nobel laureates. TED is also a media organization posting 
the videos of its lectures on their website under the slogan “ideas worth spreading” (TED-ED 

2018). Its sub-site TED-ED understands itself as an educational initiative aiming at collecting 
and sharing animated videos for students and young learners that seek to inform and inspire its 
more than 400,000 subscribers (TeachThought 2018). Curated by a number of credible advisors 
from Salman Khan to Sir Ken Robinson, TED-ED produces a growing collection of original 
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animated videos that aim at bringing complex concepts to life and which can be shared digitally 
with participating learners around the world (TED-ED 2018). 
 

4.3.3 Khan	Academy	
 
 Khan Academy is a collection of more than 3,500 instructional videos providing online 
learning tutorials and activities for various school subjects from mathematics to the humanities, 
also providing learners with test preparation in their area of study and immediate feedback 
(Finley 2013). “The videos introduce a key concept but allow the student to interact with the 
material by completing practice exercises”, explains Lenihan (2012), by “giving detailed data 
reports that allow the student and teacher to assess, in detail, the student's level of 
achievement in the task before moving on“ (Lenihan 2012). Its founder, Salman Khan, created 
the institution for online learning by reflecting on effective methodology to tutor his own 
cousins; he quickly realized that the educational learning videos he put online proved to be 
helpful not only to his family but to a staggering crowd of global learners (Lenihan 2012). Khan 
himself narrates most of the brief and concise videos, that are watched by more than 200,000 
students each month, with the use of a digital blackboard and colorful writing (Storm 2011). 
 The revolutionary learning platform also allows for a new methodology: the ‘flipped 
classroom method’ (which will be discussed in more detail in chapter 5.6). “By accessing the 
video at home, the student arrives in class with a strong conceptual footing in the unit and, 
working alone, is able to progress on a topic at his own speed, thus facilitating student 
differentiation” (Lenihan 2012). Additionally, Khan Academy allows students to complete self-
evaluations, providing valuable performance data for teachers and educators: “What this 
means is that the teacher, armed with individual student performance data from the concept 
attempted the night before, is now free to focus class time on those students that have 
demonstrated difficulty in attaining understanding of the core concept and extending those that 
demonstrate outstanding comprehension” (Lenihan 2012). It is important to point out that the 
nonprofit organization provides all of its resources, features or services to all users free of 
charge (Finley 2013) and can be accessed through its website (www.khanacademy.org), iTunes 
(itunes.apple.com) or any digital devices (laptops, Chromebooks, netbooks, iPads, etc.), 
running entirely in the browser without the need for special software. 
 According to Khan, the concept of having a digital teacher that lets students rewind, 
pause and review the content without having to feel ashamed of not having understood a 
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certain concept earlier enables learning in a new and effective way (Khan 2011). Students 
become empowered by being able to learn at their own pace and according to their individual 
learning styles. 
 
 

4.4 Massive Open Online Courses (MOOCs) 
	
 Massive Open Online Courses (MOOCs) are the latest invention in digital learning and 
are a prominent catch phrase in any discussion regarding learning through technology. MOOCs 
are characterized by offering the opportunity of open online learning through digital 
collaboration for a vast number of learners, usually unrestricted and free of charge (Mallon 
2013: 46). Its result is a “massive grouping of learners collaborating and producing content on a 
variety of platforms, including social media, learning management systems, and websites” 
(Mallon 2013: 46). MOOCs combine the facility of social learning with the accessibility of free 
online resources (Hoy 2014) and provide “significant opportunities for increasing access” to 
knowledge (Gaskell 2015). 
 In the 2016 ‘Forum Alpach’, MOOCs have been a prominently discussed topic with key 
speakers declaring them to be one of the most important digital inventions of the 21st century 
(“Forschungsatlas” 2016). The MOOC model for online education offers a wide array of 
advantages from the inherent openness and user-friendliness of the format to almost unlimited 
access to the world database of educational resources available to anyone (Hoy 2014). In that 
sense, MOOCs, undoubtedly, offer great opportunities to people without access to traditional 
education and the New York Times declared early 2012 to be the ‘Year of the MOOC’ (Gaskell 
2015). 
 
 

4.4.1 The	pioneers	
 
 In the fall 2011, Peter Norvig and Sebastian Thrun, both professors at Stanford 
University and early adopters of digital education methods, created a massive open online 
course to teach a class on ‘Introduction to Artificial Intelligence’ at Stanford University (Dräge & 
Müller-Eiselt 2015). Dealing with advanced subject matter but dissatisfied with the current 
teaching technology, they aimed at creating an online class that would be “equal or better in 
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quality to our Stanford class” but could be attended by “anyone in the world for free” (Norvig 
2012). The offer of attending a free Stanford lecture by state-of-the-art lecturers was so 
appealing that within two weeks of the announcement an astonishing 50,000 had signed up 
(Norvig 2012).  
 In the end, Stanford had to close registration early when the number of subscribers 
exceeded 160,000 from more than two hundred countries (Dräge & Müller-Eiselt 2015; Norvig 
2012). Next to these record numbers, Norvig and Thrun made another remarkable observation: 
while the average final test score of Stanford graduates was “one full letter grade higher than 
any class previously” (Alexander 2014), making Norvig and Thrun’s MOOC model an impressive 
success for the methodology of open online learning, the top grades did not go to Stanford 
attendees. In fact, all of the 248 A-grades were achieved by students outside the prestigious Ivy 
League campus, leaving the highest-ranking Stanford graduate at only position 413 (Dräge 
2015).  
 
 

4.4.2 Udacity	
 
 Astonished by the outcomes of their first attempt in online education, Thrun 
consequently engaged in founding his own online academy and named it ‘Udacity’, a 
compound of ‘university’ and ‘audacity’ (Dräger & Müller-Eiselt 2015). The free ‘digital 
university’ offers courses in computer science, statistics and physics from beginner to 
advanced level which can be completed at the student’s own pace, without worrying about 
assignments or missing deadlines (Mallon 2013). Udacity’s board is convinced that education is 
“a basic human right” as well as “no longer a one-time event but a lifelong experience” (Udacity 
2016). Udacity’s work force consists of experts and educators who, according to their mission 
statement, are working “to change the future of education by bridging the gap between real-
world skills, relevant education, and employment” (Udacity 2016). Specialized in nanodegrees 
for software programming, the digital university has currently roughly three million students 
subscribed to their free open online courses and additionally offers premium services, including 
feedback, personal mentoring as well as certification of course completion (Chapman 2016).  
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4.4.3 Coursera	
 
 While the Massachusetts Institute of Technology (MIT) set the standard for digital open-
access courses in 2001 by launching its project OpenCourseWare (OCW) as the first of its kind, 
addressing the issue of open access learning in higher education, its predecessor Coursera 
took online learning one step further (Walsh et al. 2011: 3). Characterized as a ‘social 
entrepreneurship company’, Coursera partnered with many top universities across the globe to 
offer admission-free online classes for any learner with Internet connection and providing a 
wide number of subjects (Audsley et al. 2013). The digital university initially started out as a 
partnership of Stanford, Princeton and the University of Virginia (Alexander 2014) including 
more than 200 courses with roughly one million learners subscribed (Mallon 2013). Coursera’s 
mission is “to educate millions of individuals worldwide by offering courses on various topics 
from elite universities” (Audsley et al. 2013) allowing their professors to teach enormous 
capacities of learners ranging in the 30,000s at once (Audsley et al. 2013). Thanks to an 
“instructional platform supported by robust computing power and complex infrastructure” 
(Audsley et al. 2013), Coursera is able to serve any student with Internet connection, providing 
a more collaborative and interactive learning experience by allowing students to educate 
themselves through online lectures and discussion forums from the convenience of their 
homes.  

 What sets Coursera apart from its counterparts is its inclusive pedagogy on digital 
learning methods, striving to make online learning on Coursera highly efficient by combining 
latest research on digital education with peer assessment and putting a strong focus on 
retrieval and testing (Audsley et al. 2013). This can be seen in the length of the presented 
material (videos are generally eight to twelve minutes long), forming a coherent concept, and 
the fact that videos automatically pause at various points during the presentation, encouraging 
students to address questions covered in the material before being able to proceed (Audsley et 
al. 2013). 
 

4.5 Blogs and Wikis 

4.5.1 Blogs	
	
 According to Blake (2013: 80), blogs can be described as “online hypertext journals that 
others read and react to” and are typically composed of individual entries followed by a thread 
of reactions, allowing students to voice their thoughts and opinions in written form which 
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“cannot be experienced in moderated discussion forums” (Blake 2013: 80). This aspect is 
highly important when thinking about blogs as effective tools for language learning, as they 
“empower students to become their own agents” and to be authentic producers of their own 
language material (Blake 2013: 80). At the same time, blogs also demand a high level of 
commitment and individual responsibility – compared to forums, for instance – as blogs usually 
only have one single publisher, even when created collaboratively. In their study on learning 
outcomes and students’ perceptions of online writing, Miyazoe & Anderson (2010: 192) 
examined the participation of 23 students publishing task-based exercises via blogs and 
explicitly concluded that learners felt empowered and motivated in their language production 
and suggested an overall highly positive effect on students' EFL learning processes of the use 
of blogs in language learning (Miyazoe & Anderson 2010: 192). 
  

4.5.2 Wikis	
	
 Unlike blogs, wikis are commonly created in collaboration rather than individually and 
can be edited and modified through a WYSIWYG (‘what you see is what you get’) mode (Blake 
2013: 80). “The goal of a wiki site is to become a shared repository of knowledge, with the 
knowledge base growing over time”, explains Blake (2013: 80) and, in sharp contrast to 
spontaneous online writing as in chat room conversation, “wiki content is expected to have 
some degree of seriousness and permanence” (Blake 2013: 80). In a survey on the use of wikis 
for lower intermediate level EFL instruction with students in a language school in Brazil, Franco 
(2008) was able to show substantial results for the use of wikis in EFL learning, coming from 
students’ wiki submissions and their responses to an online questionnaire (Franco 2008 in 
Miyazoe & Anderson 2010: 195). The overall results clearly suggested “positive perceptions of 
wiki activity” among the students and subsequent data regarding post-correction indicated 
great progress in language acquisition of the participating students” (Miyazoe & Anderson 
2010: 195). 
 The learning platform Moodle, frequently used in environments of higher education, also 
makes extensive use of wikis for collaborative learning and allows participants to create a range 
of wikis using Unicode compliance on their platform (Blake 2013: 79). Learners working on 
these wikis can easily add, rearrange and modify created content (including images and other 
multimedia content) while keeping a record of all modifications to allow regression to a previous 
content state (Blake 2013: 80), hence making wikis an ideal tool for monitoring instances of 
collaborative writing tasks and project-based learning activities.	  
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5 Toward	a	new	methodology:	instructional	models	of	teaching	with	
technology	

	
 
 According to Nguyen (2015: 309), the advent of digital learning, as seen around the 
world, is largely responsible for the fact that the "physical ‘brick and mortar’ classroom is 
starting to lose its monopoly as the place of learning". Made possible by the unprecedented 
rise of the Internet, online and other forms of digital learning can help to "enhance and improve 
student learning outcomes" while being able to reduce costly resources and investments in the 
classroom (Nguyen 2015: 309). This chapter aims to provide an overview of methodology that 
embraces the concept of digital learning and bridges the gap between computer-
correspondence learning and face-to-face sessions and seeks to point out how they can be 
implemented in the 21st century classroom. 
 

5.1 Online	and	mobile	learning	
	

5.1.1 Online	learning	
	
	
 As defined by Carliner (2004: 1), online learning refers to “learning and other supportive 
resources that are available through a computer”. Traditionally, the computer displays material 
in response to a learner’s request and also fulfills the function of prompting the learner for more 
information, “based on the learner’s response” (Carliner 2004: 1). A more traditional definition is 
provided by Perry & Pilati (2011: 97), who describe online learning as a form of 
'correspondence' between learners and technology, permitting "synchronous and 
asynchronous communication and collaboration". Today, a large part of learners, often without 
even realizing it, instinctively use various forms of online learning when they turn to tutorials on 
YouTube or other channels and examine wikis and online lexica to satisfy their intrinsic hunger 
for knowledge. Also, a significant part of learning happens online when students discuss topics 
and assignments on social media to gain new ideas and approaches or use online collaboration 
tools to “share their expertise” with other students (Grant & Basye 2014: 54). 
 However, according to Perry & Pilati (2011: 97), online learning does not only refer to the 
correspondence of learners and technology but more to the holistic concept of fusing online 
instruction with traditional face-to-face learning, a concept that is also referred to as 'blended 
learning’. There are a number of reasons why online learning is said to provide great benefits to 
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learners and educators, among other convenience, availability and flexibility of both content 
and learning styles. Recent studies have shown that learners perceive online learning activities 
to be more pleasant in contrast to traditional forms of learning, but the same studies also point 
out that students need to be supervised in their progress to maximize results and keep being 
motivated (Perry & Pilati 2011: 97). However, with regards to Perry & Pilati (2011: 97). when 
used efficiently, online learning also provides teachers with the opportunity to be more 
purposeful in their teaching while at the same time offering students various new ways to 
interact with course materials. 
 

5.1.2 Mobile	learning	
 
 
 Mobile learning can be defined as "the process of learning mediated by handheld 
devices such as smart phones and tablet computers" (Christensen & Knezek 2017: 379) or, in 
other words, "the integration of mobile devices, such as tablets and smartphones, into both in-
school and out-of-school learning activities" (Grant & Basye 2014: 56), mostly while using the 
resources of learners’ technology to facilitate the implementation of educational tools into the 
classroom. Mobile learning makes use of digital technology inside and outside formal school 
settings, same as online learning, but above that, “make use of the fact that a large part of 
today’s learners possesses high-performing smart phones that allow them to gain access to 
online learning from anywhere anytime” (Grant & Basye 2014: 56). The method of mobile 
learning is one of the latest inventions of digital learning thanks to a recent shift in attitude 
toward mobile phone usage in the classroom, which has been largely prohibited in most school 
settings (Grant & Basye 2014: 57). 

 Mobile learning has seen a significant rise over the past years following a vast increase 
of mobile usage and the continuing lack of high-performing software and hardware in the 
school environment. As Professor Chris Dede, who teaches at the Harvard Graduate School of 
Education, states, mobile learning is accelerating at an enormous pace and can be regarded as 
one of the fastest growing technology trends with regards to the vast number of mobile usage 
among young learners (Dede quoted in Barseghian 2012). Additionally, mobile devices offer 
new forms of learning, for instance, allowing students to have ‘back-channel’ discussions about 
topics that simultaneously happen in class (Grant & Basye 2014: 56). 
 With mobile phone usage is in general on a constant rise, it is becoming easier for 
today's language learner to enrich course content with interactive learning apps or having live 
discussions on social media networks. The popular language learning apps Babbel and 
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Duolingo are just two of many options for mobile language learning, providing language content 
to more than two hundred million users (Duolingo 2017). Also, Facebook, Twitter and Snapchat 
allow students of English to communicate with billions of English language users around the 
world, and of the 2.13 billion active monthly Facebook users alone, 1.74 billion users access 
their services via a mobile device (Zephoria 2018). While mobile learning technology provides 
constant access to language learning for everyone, “[t]he impact of mobile learning is even 
more dramatic for those students who struggle with learning”, as Grant & Basye (2014: 56) 
explains. Students requiring special education are in desperate need to “connect classroom 
learning to their world in order to make learning relevant” (Grant & Basye 2014: 56). Mobile 
learning can provide an effective solution for this group of learners, giving the fact that most 
mobile devices allow basic functions like taking pictures and recording audio and video 
material from the learners’ perspective, opening up new ways of learning for special needs 
students (Grant & Basye 2014: 56). 
 

5.2 Self-initiated	learning	
 
 Self-initiated learning, as a distinct form of learning, can be defined as the process of 
actively seeking relevant information in order to fulfill educational objectives (Tour 2017: 181). 
Arguably, most learners already make use of present-day technology to engage in self-initiated 
learning when collaborating in social media networks to collectively solve classroom tasks or 
indulge in a quest for additional knowledge on relevant topics on blogsites and forums. 
Research on immigrant teens in the United States, for instance, even suggested that their 
engagement in online communication with their peers, though being described as 'deliberate' 
and 'non-formal', can be regarded as effective self-initiated learning and significantly helped in 
maintaining and progressing their native language skills (Tour 2017: 181). Additionally, the 
creation of personal online learning environments, such as blogs, channels and other forms of 
collaborative online networks, and their advanced use in commenting and establishing online 
connections, helps learners to achieve a feeling of belonging, to maintain a high level of self-

initiated learning and also results in a positive effect regarding sustainable learning (Tour 2017: 
181). 
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5.2.1 Intrinsic	motivation	
 
 There is a substantial discussion in education that the popular 'carrot-and-stick-
method’, engaging students to learn by extrinsic motivation as in good grades or punishment 
for lack of learning, will sooner or later fail educators and students alike. In his bestseller Drive: 

The Surprising Truth About What Motivates Us, Daniel H. Pink famously argues that intrinsic 
motivation and self-initiated learning is key to achieving a level of greatness in knowledge, 
stating that people are naturally equipped with this form of motivation by giving the example of 
the immense amount of time scholars around the world spend on providing input for Wikipedia 
and other online sources without getting paid (extrinsic motivation) and mostly while working 
full time jobs (Pink 2009). 
 The implication of this argument has even greater effects on the discussion of students’ 
intrinsic motivation: in his viral TED Talk on 'How Schools Kill Creativity', Sir Ken Robinson 
(1999) argues that many methods in formal schooling eliminate the intrinsic motivation of 
students to learn. He further provides the example of young children being able to produce a 
vast number of concepts when asked for possibilities of usage for paper clips, while only a 
fraction of these concepts seem to remain when asking learners the same question at high 
school age, after having spent a number of years in formal education (Robinson 2006). 
Arguably, this trend can be reversed by the implementation of technology in the classroom, as 
research in that area has shown ample support for the inherent attraction of technology to 
young learners and the power of self-initiated learning through technology to fuel learners 
intrinsic hunger for knowledge (Tour 2017: 181). 
 In 1999, Sugata Mitra first set out to examine the opportunities of self-inflicted learning 
in India, driven by the fact that most rural areas of the country were lacking basic access to 
quality teaching and learning (Mitra & Dangwal 2010: 673). In an attempt to investigate if young 
students would be able to learn by themselves when provided with basic access to rudimentary 
technology, Mitra had a series of computers implemented in a wall overlooking a slum area in 
New Delhi – a project that later became known as the 'Hole-in-the-Wall'-experiment (Mitra & 
Dangwal 2010: 672). The researchers monitored the behavior of the children and their 
interaction with the computers while allowing them to interact freely and un-supervised with the 
technology provided (Mitra & Dangwal 2010). According to Mitra & Dangwal (2010: 673), after a 

period of just one month of exposure to computers and no prior knowledge of usage, results 
clearly indicated "that the children had taught themselves to use the computer and acquired 
some basic skills in English and mathematics".  
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 Evaluating the outcomes, the experiment shows ample evidence that young learners, 
provided with access to technology, will use their intrinsic motivation to explore and investigate 
a relevant topic or subject of interest and reach a profound level of achievement without or only 
little help or supervision (Mitra & Dangwal 2010). Over the following years, Mitra and his team 
successfully repeated the experiments in other remote areas of India with similar outcomes, 
fortifying the assumption that "given the facilities, groups of children in such settings could 
learn to use computers and access and benefit from Internet resources on their own" (Mitra & 
Dangwal 2010: 673).  
 Furthermore, the line of experiments confirmed that learners with no or limited 
knowledge of English can become literate on a computer, to "[t]each themselves sufficient 
English to use email, chat and search engines", use the Internet and its resources to answer 
questions and even "[i]mprove their English pronunciation" in order to be able to join live 
discussions, solely by being granted access to technology (Mitra & Dangwal 2010: 673). With 
regard to these evident forms of self-initiated learning, Mitra coined the term 'self-organizing 
learning environments' (SOLEs). 
 

 

5.3 Personalized	learning	
 
 To define personalized learning, it might be easier to define what it is not. According to 
Grant & Basye (2014: 4), personalized learning is a lot more than the mere "digitization of 
traditional learning". It is certainly not new to anyone working in education that the current 
school system is facing challenges teaching an increasingly heterogenetic classroom with 
students becoming more and more diverse “in cultural backgrounds, learning styles and 
interests, social and economic classes, and abilities and disabilities” (Ferguson 2001:1). 
“Successfully including students with so many differences and different ways of learning 
challenges schools to reinvent themselves as more flexible, creative learning communities” 
should therefore be the primary goal when inviting new methodology in the form of digital 

learning into our classrooms (Ferguson 2001:1). 
Personalized learning and teaching with technology holds great potential in helping to bridge 
the gap of social and cultural diversity in the classroom and can cater to a vast array of 
individual learning styles. In that sense, teachers should be committed to try to bridge the gap 
between what students for the most part are doing in class (working silently, listening to the 
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same content at the same time) and what students do outside the classroom (connecting, 
sharing, engaging in virtual communities) and take advantage of the fact that today’s learners 
are for the most part digital natives and possess a vast amount of digital skills that seek to be 
utilized in classroom activities (Grant & Basye 2014: 2). 
 Other research paints a much grimmer picture of the implementation of personalized 
learning in today's classrooms: Roberts-Mahoney et al. (2016: 405) claim that the use of big 
data necessary for personalized education will eventually end in the corporatization of public 
education in that big data, and adaptive learning systems are transforming educational 
decisions "from public school classrooms" to "private corporate spaces and authorities". 
Nevertheless, it has to be noted that little evidence of that dark trend can be observed in 
general, and schools' inclination toward corporation-building regarding educational decision 
making has yet to be defined, although it is certainly wise to monitor and evaluate large 
corporations’ intention of moving into school environments. In the end though, personalized 
learning does promise an effective escape of the traditional 'one-size-fits-all' model of 
education and creates a more open and flexible concept of classroom learning and can help to 
engage students to "become more invested in designing their own personal learning paths” 

(Grant & Basye 2014: 2). 

	
 The New York City Department of Education's digital education project "School of One" 
was among the first to demonstrate the effective outcomes of personalized learning: on a daily 
basis, students of a Brooklyn middle school received a personalized curriculum according to 
their learning style, level of knowledge and past performances that was computed daily at the 
department's data center for learning (Dräger & Müller-Eiselt 2015: 62). A computer-based 
learning algorithm, which was constantly collecting students’ performance data over the 
process of their online classroom learning, generated these lesson plans to best fit students’ 
learning needs (Dräger & Müller-Eiselt 2015: 62).  
 Seemingly effortless, this approach caters to one of the biggest issues of the 21st 
century classroom: dealing with individual learner preferences in an increasingly heterogenetic 
classroom environment. As Grant (2014: 3) points out, “[s]tudents in the same grade have 
different knowledge base levels and learn at different rates” and “are more likely to succeed 
academically, emotionally, and behaviorally when they are supported as individuals”. The 21st 
century classroom that allows technology and online learning into their curriculum can 
overcome said issues and transform the traditional ‘one-size-fits-all’-approach into effective 
structures of personalized learning catering to these individual needs. 
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 In an ideal setting of personalized learning, technology is not only used to provide 
efficient learning strategies for students but also to free up valuable teacher time to address 
learners' individual problems (Grant 2014: 5). As Grant also (2014: 5) puts it, the one-to-one 
learning component of personalized digital learning "allows teachers to mediate learning rather 
than act as gatekeepers, transforming the classroom into a hub of self-directed learning with 
teachers enabling and empowering each student’s unique learning path". The popular phrase 
'facilitator' is used excessively in this context but largely paints the right picture. 
 However, personalized learning does require a radical shift in the design of teaching and 
learning, as well as a profound understanding of educational technologies (Grant 2014: 5). 
"[R]esources and strategies must be appropriate for each student’s learning style, abilities, and 
interests", remarks Grant (2014: 5) and continues to point out that when successfully 
implementing this form of methodology, teachers are empowering their students in their 
learning process and allowing them "to assert control over the methods by which they learn, 
thereby personalizing their educational experiences” (Grant 2014: 5). 
 

 

5.4 Collaborative	or	peer	learning	(‘peeragogy’)	
 
 Collaborative or peer learning with technology promises to become an important asset 
in today’s classroom, given the fact that the integration of technology, in addition to one-on-
one learning, “enables students to collaborate with one another and work with a range of 
interactive, instructional resources” (Grant 2014: 3). These resources can include teachers, 
parents, peer tutors, volunteers and everybody else interested in participating or assissting in 
the learning process (Grant 2014: 3). Another definition comes from Bugge Henriksen et al. 
(2016: 3), who stated that "peer-to-peer learning occurs when ‘[...] students engage in 
information and knowledge exchange for the mutual benefit of all participating parties".  
 The concept of peer learning originates in the findings of Russian psychologist Lev 
Vygotsky (1930-34), who claimed that "individuals learn socio-cultural ‘behaviors’ and ‘values’ 
from those closest to them" and similar ideas were later developed by Jean Piaget (1932), who 
stated that adolescents undergo an important stage in development when they shift their prime 

source of knowledge from parents to members of the same age group, 'peers' (Bugge 
Henriksen et al. 2016: 3). Given these concepts, it can clearly be seen why peer learning can be 
regarded as a highly powerful learning method in the language classroom. 
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 Blake (2013: 153) points out that effective solutions for peer learning and collaboration in 
language learning can be found in the use of social networking sites, due to their sheer number 
of users and internationality. The most popular social networking site, Facebook, attributes for 
more than two billion unique users (Zephoria 2018) and Blake (2013: 153) underlines the 
attraction of the network: on the one hand, students’ average daily time spent on social media 
measures more than an hour, on the other hand the fact that a great part of users lives in 
English-speaking communities or use English as a lingua franca in their communication, 
"making this forum an ideal site to meet speakers from a wide range of the world’s languages 
all over the globe". Aside from the global player Facebook, there is also a large number of 
social networking sites focusing specifically on language learning, like Hellolingo (former 
Livemocha), where engaged language learners can find peers for tandem sessions, or iTalki 
which provides experienced peer language teachers for more than a hundred languages (Blake 
2013: 154). 
 

Another pioneer of collaborative learning is Rheingold (2014: KL142), who has done profound 
work in examining the effects of collaborative online learning. He believes that the key principle 
of peer learning in the age of technology lies in the fact that it is a simple and cost-effective way 
(in terms of time and energy) to share relevant content among peers, making it a valuable asset 
in today's classroom. He named the methodology of using peer learning supported by 
technology 'peeragogy', ranging from activities like writing blogs to collectively creating wikis 
and web-based documents or participating in online forums and discussions, defining this 
method as "student-centered and based on collaboration and inquiry" (Rheingold 2014: 
KL142).  
 Although pessimistic about school's function of compliance, which still exists today, 
creating only a small number of independent and interdependent learners, Rheingold is 
convinced that technology will afford an "environment in which students take on more of the 
power and responsibility for their own learning" (Rheingold 2014: KL160). This principle of 
having engaged students through peer learning can best be summed up in the following 
statement: "If you want to learn something these days, there’s probably a teenager who has 
posted a tutorial online" (Rheingold 2014: KL160). 
 



	 42	

5.5 Game-based	learning		
 
 Educational games, also known as ‘serious games’, have seen a significant rise in 
popularity in the past years. According to Felicia (2014: 8) computer games provide numerous 
opportunities for students "to collaboratively solve problems, and learn from their experiences", 
explaining the rapid growth in the creation of computer games for educational purposes in 
recent years. Game-based learning (GBL), the product of serious games, deals with "clearly 
defined learning outcomes through the medium of play" and "allows players to gain insightful 
knowledge in a game-like, engaging environment, presenting an opportunity for independent 
collective learning" (Felicia 2014: 8). Fueled by the opportunity of actively engaging students in 

the learning process and stimulating players to retain the information presented to them, game-
based learning offers "an alternative way for educators to present material to learners" (Felicia 
2014: 8). However, it is important to note that the main objective of gaming as a classroom 
activity is never pure entertainment; rather, play is an integral part of a clear educational 
objective and consequently facilitates learning through entertainment. 
 According to Kim, Park & Baek (2009: 800), game-based learning has enormous 
potential as an effective learning environment in the sense that it can motivate students through 
the above-mentioned entertainment. Many key aspects in gaming seem to be favorable and 
could be adopted into classroom learning: the fact that gamers need to combine knowledge to 
arrive at a solution, that they base the outcome of the game on self-formed decisions and that  
“learners are encouraged to contact other team members to discuss and negotiate subsequent 
steps, thus improving, among other things, their social skills” (Felicia 2014: 1). Additionally, not 
just since the advent of the digital native generation have high school students, in general, been 
characterized as "bored and disengaged from the learning process" by many (Admiraal et al. 
2011: 1185). According to recent studies, there is ample support that new educational designs, 
such as game-based learning and instructional technology, possess the power to change that 
attitude in learners and promote a new level of "excitement and engagement" among students 
toward the process of learning (Admiraal et al. 2011: 1185). 
 Moreover, Felicia mentions that (2014: 78) "[t]he advantages of technology-based 
learning are particularly evident within game-based learning which appeals directly to the 
culture of children", and scholars generally agree that gaming, as a significant aspect of 
learners' environment, can largely increase students' motivation with regards to their 
competitive structure (Kim, Park & Baek 2009: 800-801). Felicia (2014: 78) further argues, that 
"[d]ue to the transition from traditional to technology-based learning, particularly game-based 
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learning, new skills have developed" and that learners’ brains have even adapted to the mode 
of gaming, allowing them to process information in a new and adapted way. It is for the reader 
to decide whether this is a welcoming or alarming trend. Generally speaking, it can be seen that 
learners are and will be required to process a far larger amount of information in a far smaller 
amount of time with regards to the developments in the socio-political world (Stiftung Lesen 
2011; “21st Century Education”, 2012). 
 
 Game-based learning also seems to be beneficial in increasing motivation towards 
studying and learning. According to Admiraal et al. (2011: 1186), game-based learning 
technology possesses great potential in augmenting students' motivation toward the learning 
process, considering the fact that computer games are regarded as preferable among learners 
and at the far opposite of general learners’ perception of school. Admiraal et al. (2011: 1186) 
further describe this phenomenon of students’ great affection and positive attitude toward 
digital games as "the attitude we would like all our learners to have: interested, competitive, 
cooperative, results-oriented, and actively seeking information and solutions". Due to this 
outlook, research in the field of game-based learning and instructional design is currently being 

conducted on a large scale, intending to evaluate interventions that can increase and sustain 
learning motivation (Huang 2011: 694). 
 Based on the flow-theory of Csikszentmihalyi (1990), describing the symbiotic 
relationship between challenges and skills, Admiraal et al. (2011: 1185) have conducted some 
research on the effects of game-based learning on students’ motivation. Learners in the state of 
flow perceive their performance to be pleasurable and successful, and the activity is regarded 
as being "worth doing for its own sake, even if no further goal is reached" (Csikszentmihalyi 
1990, quoted in Admiraal et al. 2011: 1185). This can be described as the 'ideal learning state', 
as individuals function at their fullest capacity and the experience becomes its own reward. The 
outcomes largely suggest that students engaged in game-based learning activities show 
comparable states of motivation and flow as found in individuals achieving this state in non-
formal activities. Nevertheless, the occurrence of flow experiences in learning is believed to 
surface only when learners' skills are neither "overmatched nor underutilized", and keeping this 
balance is crucial as well as challenging (Admiraal et al. 2011: 1186). 
 Similar studies on the connection of motivation and game-based learning continue to 
suggest positive effects on learners' motivation and the existence of effective correlations of 
engagement and learning that can "increase and sustain learning motivation" (Huang 2011: 
694). A large part of research in this field is based upon the work of Malone & Lepper (1987) 
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who proposed a link between motivation and intrinsic learning (Admiraal et al. 2011: 1186). 
Building on this, Admiraal et al. (2011: 1186), identify seven factors promoting this form of 
motivation among learners when engaging in game-based learning: "challenge, curiosity, 
control, fantasy, competition, cooperation and recognition", factors that seem to have positive 
effects on learners’ motivation toward the subject.  
 Research conducted by Schwabe & Göth (2005: 215) also implies that technology 
enables "immersion into a mixed reality" (Admiraal et al. 2011: 1187) and thus provides “highly 
motivating learning experiences", moving the students "into a state where they are mentally 
ready for learning" and "in the right environment for learning" (Schwabe & Göth 2005: 215). 
Given these findings, it can be concluded that game-based learning possesses great potential 
for classroom learning, and it is reasonable to attempt merging learning content with "the 
engaging and thereby motivating strength of games" (Admiraal et al. 2011: 1186). Huang's 
(2011: 699) findings also identified "a significantly higher level of confidence" among users of 
digital instruction. It is evident that a motivated learner is more likely to show core interest in the 
subject as well as a persistence in learning and that game-based learning can provide 
significant support on this account. 

 

5.5.1 Stealth	assessment	through	GBL	
 
 According to Shute et al. (2016: 107), "[t]he main purpose of any assessment is to 
collect information that will allow the assessor to make valid inferences about what people 
know, what they can do, and to what degree they know or are able to do something". Stealth 
assessment, grounded in a so-called 'evidence-centered design' framework, continuously 
measures students' performance by providing an ongoing stream of data while students 
engage in game-based learning that is automatically stored in a log file (Shute et al. 2016: 107). 
As Shute et al. (2016: 107) elaborate, "[t]he performance data is automatically analyzed" and 
can give valuable insight into students' learning progress and help create and adapt individual 
learning models for the student engaging in the activity as well as adjust "task difficulty or 
challenge in light of learner performance". 
 As the name implies, stealth assessment 'silently' collects data on students' knowledge 
over the year in an "unobtrusive nature" (Lynch 2016). According to Lynch (2016), stealth 
assessment also presents a "powerful step in minimizing and eventually closing the teaching 

and learning immediacy loop" by providing immediate feedback for students and educators. 
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Especially for learners, "[t]he immediacy of feedback is critical", explains Lynch (2016), as it 
allows educators to help students change their learning strategies for the better. As Lynch 
(2016) puts it, technology allows teachers to "disrupt" or "interrupt the failure to learn, rather 
than continuing to remediate failed learning". 
 Next to continuous evaluation of learners' progress and the possibility of instant 
feedback, stealth assessment addresses another important issue of testing: learner anxiety. 
Predominantly in the United States school system, but not exclusively, there is a significant 
amount of popular discussion about the horrors of standardized testing, scenarios featuring 
psychological damage to and physical outbursts of students in high stakes testing situations. 
Stealth assessment, as an alternative to the 'stop and test' approach, can eliminate these 
situations and provide comfort to those learners by "passively collecting data on students' 
knowledge over a semester" without the risk of harming learners (Kamenetz 2015). While this 
may seem to many as a far too easy solution for the downsides of standardized testing it 
should be noted that it is at least a valuable attempt in the right direction of eliminating the 
trend of standardized testing methods in favor of stimulating students’ individual skills while not 
aiming at producing a work force of sameness by the current educational system. 

 

5.6 Flipped	learning	
 
 Organizing classroom time effectively is one of the greatest challenges of teaching. 
Much time is wasted on introducing content and it is a rare case that every student of the class 
is present at every lecture, making it necessary to repeat concepts for formerly absent 
students. In an attempt to address this issue, Colorado high school teachers Jonathan 
Bergmann and Aaron Sams recorded and annotated their lessons for absentees using basic 
educational technology. The outcome was even better than expected: while absent students 
appreciated their service, so did other students, using the online materials to “review and 
reinforce classroom lessons” (Tucker 2012). By chance, Bergmann and Sams had stumbled 
across a new teaching methodology that included the use of technology – ‘flipping the 

classroom’. 
 According to Khan (2017: 135), the concept of the flipped classroom has been gaining 
vast popularity among educators in recent years as it can be seen as an effective alternative to 
a traditional lecture-based method. By definition, flipped learning is a “pedagogical approach in 
which direct instruction moves from the group learning space to the individual learning space" 
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while transforming the group space into a "dynamic, interactive learning environment" that the 
teacher can attend to more individually (Bergmann & Sams 2014: 6). In practice, learners watch 
recorded video content in the comfort of their homes before class and "use the duration of 
class to put their learning into practice by engaging in hands-on learning activities and 
interacting with their peers and teachers" (Khan & Ibrahim 2017: 135). This approach leaves 
time for educators to address individual issues with learners and use class time more effectively 
for active, group-based activities (Khan 2017: 135). Research conducted by Khan & Ibrahim 
(2017: 136) suggests overwhelmingly positive feedback from students using this method, as it 
provides an effective approach for active problem solving and control on the pace of students' 
learning. 
 These may be the main reasons why flipped learning is continuing to gain widespread 
popularity among teachers and educators, solving the issue of having to reteach lecture 
content due to absent students and providing a radically new approach for effective class time 
use. As Tucker (2012) puts it, by flipping the common approach “instruction that used to occur 
in class is now accessed at home” and “the class becomes the place to work through 
problems, advanced concepts, and engage in collaborative learning” (Tucker 2012). 

Nevertheless, technology is only a means to allow flipped learning, same as homework 
instructions and scaffolding materials, and educators agree that it is not merely the use of 
digital education on its own that is revolutionary (Tucker 2012). It is rather a holistic concept 
that is radically rethinking classroom time to maximize the scarce resource of student-teacher-
time and student-talking-time. Introductions to topics, longish explanations and explanatory 
videos can now be consumed in the confinements of the learners’ home while classroom time 
is available more complex tasks. Especially in the field of language teaching this can provide 
immense help for the language learner as time saved for instruction (e.g. grammar teaching) 
can now be used fully for communicative practice, which is crucial to language learning. 
 

5.7 Blended	learning	
 

 As stated by Grant (2014: 50), the goal of blended learning is to combine and fuse the 
best aspects of online learning and student-teacher interaction taking place in the classroom. 
Sharma (2010: 456) adds to the definition that blended learning not only refers to the 
combination of classroom and online learning but also to blending technologies (combining 
media tools in the learning environment) and methodologies (such as present-practice-produce 
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methodology and task-based learning, for instance). 
 Blended learning is said to possess a great number of advantages for learners: among 
the most obvious, allowing students to learn at their own pace while catering to individual 
learner styles through providing "[a]ccess to global resources and materials that meet the 
students’ level of knowledge and interest", Giarla (2018) claims the occurrence of "more 
affective interactions between the learners and their instructors" thanks to the use of personal 
communication tools like message boards and online discussions. Giarla (2018) further 
elaborates that self-pacing in blended learning caters to slow and quick learners alike as it 
"reduces stress, increases satisfaction and information retention". Grant (2014: 51) adds that 
the core principle of blended-learning, providing multimedia-rich content that caters to a wide 
range of individual learners, must also mean that students have access to these resources 
inside and outside the classroom. 
 According to Hockly (2018: 98), the implementation of blended learning into the English 
language classroom has risen significantly over the past decade, rendering it a field worth 
studying for ELT purposes. A growing number of research into blended language learning has 
been conducted recently, and the overall data largely suggests highly positive effects on 

learners' motivation toward language learning, although some studies have not identified 
enough conclusive data to arrive at the same conclusion (Hockly 2018: 98). A reason for the 
latter might lie in the cultural differences of English learners, as Hockly (2018: 98) explains, and 
that "in some contexts, learners may be reluctant to engage in written online forum discussions 
for fear of making mistakes". Nevertheless, Giarla (2018) stresses the fact that learners, 
independent of their age, have different strategies of incorporating a language and establishing 
blended learning environments can be an effective way of catering to students’ individual needs 
"by designing teaching programs in a way that reaches visual, auditory and kinetic learners 
alike". 
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6 Implications	of	technology	for	the	EFL	classroom	
	
 
 It is often claimed that today's learners of the 21st century classroom are "fundamentally 
different from previous generations of students" in the way they naturally interact with 
technology and that they are expected to be "similarly engaged by their educational 
environments" as long as it features some kind of technology (Felicia 2014: 237). Indeed, the 
mere implementation of technology does not guarantee engagement and motivation from EFL 
learners but will only be successful when implemented with a clear rationale in mind. In that 
sense, the present thesis is not arguing for any sort of imperative of implementing technology 
into the language classroom but acknowledging the various benefits that arise from educational 
technology and how they can be of help in the EFL classroom. Therefore, the following section 
aims to provide an overview of specific categories in which technology is said to make 
evaluable contributions to the field of EFL teaching and what implications they will have on EFL 
learning. 
 

6.1 Technology	as	a	means	of	access	to	authentic	resources		
 
 Firstly, provision of authentic language materials is one of the key principles for effective 
EFL teaching and has been propagated manifold in EFL teaching and learning literature. 
Technology is a powerful means to give learners free and easy access to an abundance of 
authentic EFL materials that can be beneficial to their learning process. As mentioned in 
chapter 4, an average of 1,000 hours of intense learning is needed to gain mastery in any 
language (Blake 2013: 1), and the Internet's inherent access to useful language materials, both 
for teachers and students, can play a vital role in achieving this goal. 
 Secondly, and equally important, learning is an active process, in that "effective learning 
requires students to do more than simply respond to stimuli", instead it should "actively seek 
and generate relationships between lesson content and prior knowledge" Hooper (1995: 8). It 
has been argued that access to authentic materials in EFL, which students would consider 
relevant to their learning process, is a key factor in making learning an active process for 

students and that the Internet is an effective repository for providing access to this abundance 
of authentic materials that learners can access from any given device inside and outside the 
language classroom. Using technology to enable students to enter the realm of authentic 
language learning materials through digital devices is therefore a valuable claim for student-
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centered learning through technology; another is being able to actively establish relations 
between content and learning by allowing students choice and agency for their learning in 
providing a seemingly endless source of material to choose from, therefore enabling effective 
language learning. 
 As further argued in chapter 4.1, the Internet provides access to a very specific 
collection of authentic materials, Open Educational Resources (OER). As Wintermann (2014: 
251) explains, OER allow teachers to browse the Internet for specific classroom materials that 
are conveniently organized in subjects, grade levels, format and course lengths and can 
redefine the way we implement technology in the classroom and how students personalize their 
learning experience. 
 Thirdly, digital learning can make instruction more effective by building upon students’ 
knowledge and experiences as well as encourage discussions in meaningful contexts (Hooper 
1995: 10). The mentioned OER, guaranteeing appropriate grade and age levels for materials, 
and digital learning apps that assess students’ status quo and build on learners’ knowledge 
when introducing new content, are just two examples of effective implementation of Krashen's 
input hypothesis and his argumentation for providing slightly more complex content than the 

students had already acquired as these apps partly provide slightly more challenging content to 
engage learners in their learning experience but only switch to higher levels of challenge when 
learners excel the current level. 
 Closely related to building upon students' knowledge and experiences is the claim that 
effective learning frequently takes place when learners are presented with familiar contexts 
(Hooper 1995: 11). According to Hooper (1995: 11), “[g]rounding instruction in meaningful 
contexts appears to have both cognitive and affective benefits". It can therefore be concluded 
that students learn best when educators are able to link classroom content to the world of 
experience of their learners. 
 Lastly, using digital devices to access learning content is deeply rooted in students’ 
everyday lives. It can thus be regarded as a familiar process to them and is consequently likely 
to provide additional motivation for language learners to engage with learning content, hence 
making it an extra benefit for technology-enhanced language learning. 
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6.2 Technology	as	a	means	for	multimedia	learning	
 
 It is a well-known principle in traditional as well as contemporary learning theories that 
information that is presented on multiple media is acquired significantly better than when the 
same information is being presented on a single medium, for instance, in written or oral form 
only. This principle goes back to Mayer's cognitive theory of multimedia learning, which states 
that combining words and images in a certain task allows for a much deeper understanding 
than when both items are presented separately, naming it the 'multimedia principle' (Mayer 
2014: 57), with a display of multimedia content typically integrating "writing, graphics, audio, 
animation and video” through the use of computer hardware and educational software" (O’Neill 

2015: 47).  
 Furthermore, as learning is an active process of filtering, selecting, organizing and 
integrating information based upon prior knowledge, it is not enough to just combine auditory 
and visual channels to guarantee deep learning, but learners need to actively create mental 
representations as a product of successful learning, as each channel (auditory and visual) has 
limited capacity for processing and storing information (Mayer 2014: 58). Multimedia learning, 
when implemented successfully, takes this principle into account and it is suggested to use 
short and concise video content for successful teaching that should ideally not excel five and 
seven minutes in length. 
 In general, technology as a means to provide multimedia content is a useful tool to help 
learners to more effectively engage with language learning content, which has been 
demonstrated in various studies. In a large-scale testing scenario of reading proficiency, Huifen 
& Tsuiping (2007: 83) were able to show that students who were presented with animated 
visualized EFL content far outperformed the group of students who were only given static visual 
content as a preparation, making a strong case for the benefits of technology-enhanced 
multimedia content of EFL materials in the classroom. This effect is already taken into account 
in contemporary online EFL testing formats such as IELTS or TOEFL (now TOEFL iBT) that 
switched from static visuals to video content in their standardized settings.  
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6.3 Technology	as	a	means	for	personalized	learning	
 
 The thoughtful and purposeful implementation of technology in the EFL classroom can 
transform personal agency of learning as we know it. Technology provides the chance for 
creating personalized learning environments, shifting the focus from teacher-centered 
classrooms to learner-centered classrooms and the role of the teacher from dispenser of 
knowledge to that of facilitator and coach. As Grant (2014: 3) points out, personalized learning 
structures allow teachers and students to "take charge of their education experiences", which 
is made increasingly manageable through online and mobile learning environments.  
 Nevertheless, the idea of a personalized learning environment where students take care 

of their learning experience in a student-centered classroom situation might not reside well with 
most EFL teachers. Traditionally, the role of the language teacher was to provide authentic, 
comprehensible input (see Krashen in Chapter 2) for EFL learners and losing that role might feel 
even threatening to EFL teachers (Blake 2009: 112). Additionally, breaking up the roles of 
authority and expert is why EFL instructors might refrain from using technology as a means for 
personalized learning in which students have control over their style of learning. 
 In spite of that, EFL educators might as well take the risk of losing power in the 
classroom for the benefit of creating personalized and student-centered learning environments 
as Blake (2009: 113) strongly points out: "[EFL] teachers should redirect their energies away 
from notions of control toward learning objectives that ensure that the tasks and tools will 
motivate students to become active participants who engage" themselves in their learning 
experience. This principle of allowing technology to play an important role in students’ learning 
is key to the EFL learning process as "[s]tudents in the same grade have different knowledge 
base levels and learn at different rates", as Grant (2014: 3) explains. 
 Implementing technology in the language classroom to create a personalized learning 
environment "allows students to work at their own pace" and according to their individual 
learning styles as well as makes learners "more accountable for their learning and more proud 
of their accomplishments" (Valentine 2017: 20). Students taking control over their learning 
paths is crucial to EFL teaching for a number of other reasons: technology enables students to 
"achieve established goals, building self-efficacy, critical thinking, and creativity skills" (Grant 
2014: 4), key assets which are crucial to language learning as agency in the language learning 
process is most likely to be a positive factor for engagement and motivation in the acquisition 
process. 
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 By giving students agency over their learning, technology not only creates engagement 
with the learning content but allows for the possibility of creating new and exciting forms of 
writing tasks for EFL learners. As Blake elaborates, "technologies have engendered innovative 
forms of expression that challenge traditional notions of authorship and standard genres" 
(Blake 2009: 114) as can be seen, for instance, in the blurred distinction of written and oral 
forms of chat communication. "Students, then, are charged with not just negotiating meaning in 
L2 but also with trying to make sense of their world with the inclusion of new L2 elements and 
forms of expression", Blake (2009: 114) points out. 
 
 
 

6.4 Technology	as	a	means	for	collaborative	and	peer	learning	
 
 It becomes increasingly evident that collaborative learning and peer learning represent 
another virtue of technology-enhanced language learning. Peer learning has numerous 
advantages and can significantly enhance students’ learning performance in the language 
classroom, as many researchers have argued, and technology is furthermore an effective way 
of enabling learners to engage in collaborative learning. As Grant (2014: 4) points out, in 
addition to personalized and one-on-one learning, "technology enables students to collaborate 
with one another and work with a range of interactive, instructional resources", which can 
include teachers, parents, peer tutors, and many more. Rheingold (2014: KL142) even sees 
collaborative learning as one of the key motivators for effective language learning and is 
dedicated to continuously examine the positive effects of peer learning, establishing the 
aforementioned new term for this promising methodology, 'peeragogy' (see also chapter 5.4). 
 Another important principle of language learning is that information should ideally be 
presented from multiple perspectives, as seen in effective peer learning forms, which is said to 
"increase the durability of instruction" (Hooper 1995: 9). Peer learning can therefore be 
regarded as an effective way to provide different approaches to EFL learning that may differ 

significantly from traditional teaching methods and is regarded by many to carry huge potential 
in revolutionizing the EFL classroom (Hooper 1995: 9; Grant 2014: 5; Rheingold KL 142). 
According to Hooper (1995: 9), "learning should [ideally] take place in environments that 
emphasize the interconnectedness of ideas across content domains and help learners to 
develop flexible networks of propositions and productions" as "[p]resenting content from a 
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single perspective is unlikely to reflect the complexity inherent in many concepts", especially in 
language education, and collaborative learning allows for this much required multi-perspective 
angle of effective learning. 
 Additionally, the aspect of interconnectivity that is provided by technology in the 
language classroom can play a significant role in EFL learning. "Networks are increasingly 
recognized as key instruments for knowledge acquisition", as Guilmette (2007: 55) points out, 
and language learners of the 21st century classroom usually have an abundance of digital 
networks to fall back on when it comes to peer language instruction (as argued in chapters 5.1 
and 5.4). This becomes increasingly obvious when examining peer chat and forum discussions 
on social media sites, which are overwhelmingly carried out in English as the overall lingua 
franca of the Internet (Blake 2013: 153). Furthermore, the language use of these networks 
seems to be an effective way to challenge learners’ attitudes and allow for deep learning and 
engagement with the learning content. Hooper (1991: 10), for instance, strongly points out that 
group collaboration is beneficial to the overall learning experience as "groups appear to create 
environments in which all members benefit from exposure to diverse attitudes and opinions that 
are often unavailable in the traditional classroom". 

 

6.5 Technology	as	a	means	for	communication	and	classroom	management	
 
 Learning management systems, such as Google Classroom or Edmodo (presented and 
discussed in Chapter 4.2), increasingly convince skeptics of technology-enhanced learning to 
engage in online and mobile instruction, mainly because of their blending of learning and 
classroom management. The possibly greatest benefit of digital learning environments is 
granting access to the all classroom content around the clock and guarantees that even c 
absentees are continuously informed about classroom activities and learning content (Valentine 
2017: 22). Also, these technologies allow for classroom time to be freed up for productive 
practices while simple tasks (e.g. watching an educational video) can be fulfilled outside the 
classroom at an individual time slot and at an individual pace. 

 Additionally, mediated discourse technologies such as classroom response systems 
and class replay systems are increasingly finding their way into the school environment and are 
becoming more prevalent in the quest to engage students and create more participatory and 
engaging learning environments in an otherwise asynchronous communication process 
(Blessinger 2013: 3). Students naturally feel more empowered when able to actively contribute 
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not just during classroom time but also via digital learning platforms and at the same time are 
able to shape the curriculum and the topics discussed. According to Blessinger (2013: 3), 
"[w]hen coupled with germane teaching and learning methods such as peer instruction, these 
technologies have the potential to enhance or transform a classroom, make learning more 
meaningful and interesting, and increase academic achievement". 
 
 

6.6 Technology	as	a	means	to	increase	learner	motivation	
 
 Although results indicate that digital learning technology needs more and profound 
research in terms of efficiency and effective usage, "the vast majority of researchers now 
acknowledge their benefits in terms of motivation and engagement" (Erhel & Jamet 2013: 159). 
At present, studies examining technology-enhanced teaching claim that technologies in the 
language classroom have significant potential in increasing learners’ motivation toward 
classroom content and engagement in learning activities (Blake 2013: 113), and some of these 
claims will be addressed in the following section.  
 Firstly, studies show that the use of online and mobile learning can lead to increased 
motivation towards school subjects due to the inherent attraction of the medium (Tour 2017: 
181). This trend might find an abrupt end in the near future when technology becomes the norm 
and thus loses its power as an attractor for reading motivation and other language activities, as 
Ehmig (2013: 258) has argued, but until then, so-called tech-ed seems to provide a large 
number of positive reinforcements for language students at the present time. 
 Secondly, technology helps EFL students to make their writing efforts more meaningful 
by allowing to publicly share their works. Nagel (2013: 78) considers the "ability to share their 
work with a wider audience" to be one of the key factors of motivation for EFL learners’ writing 
tasks as students generally feel more engaged and motivated in the writing process and when 
they perceive that their works are seen and valued by a peer audience. Also, "creativity and 
personal expression" and the potential for collaboration is what teachers and learners find most 

attractive and motivational for language tasks (Nagel 2013: 78). 
 Thirdly, technology in the language classroom seems to reduce learner anxiety and 
empowers language learners in their language acquisition process. “Networked exchanges 
seem to help all individuals in language classes engage more frequently, with greater 
confidence, and with greater enthusiasm in the communicative process than is characteristic 
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for similar students in oral classrooms”, as pointed out by Blake (2013: 5) and other researchers 
agree. "Blended learning has increased student engagement dramatically", adds Valentine 
(2017: 21), "[s]tudents [now] have more ownership for their learning because they can choose 
their path based off immediate feedback". Also, according to Rheingold (2013: KL154), 
"[educational] technology affords an environment in which students take on more of the power 
and responsibility for their own learning"; making technology a considerably effective tool to 
increase learner motivation. 
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7 Technology-enhanced	teaching	of	creative	writing	in	the	EFL	
classroom	

	
	

7.1 Communication	in	the	EFL	classroom	
 
 Today's discussions on EFL teaching are still packed with arguments around contents 
and competences that should define the core curriculum of the English-speaking classroom. 
The communicative approach in EFL teaching is widely regarded as the key element of EFL 
methodology and the use of 'authentic material' has become a catch phrase for SLA in the 
English classroom. But what is it that should be taught in the EFL classroom, and how can 
teachers make use of a seemingly inherent drive of learners to communicate and therefore 
master a new language? In the upcoming chapter, the author is making a point for creative 
literary production in the EFL classroom as a means of engaging and motivating students to 
master a new language. In this regard, the following section aims to elaborate on how creative 
writing can be implemented into the EFL classroom and what part technology can play to 
benefit this process. 
 Regarding McRae (1991: 4), “[i]n the era of mass communication, the age when there is 
a world language and that language is English, techniques of language teaching have tended to 
concentrate on how to communicate rather than on what to communicate about". Chomsky 
(1986) and Pinker (1995) have successfully pointed out that concepts such as a 'universal 
grammar' and an inherent 'language instinct' exist in every human and they allow us to apply 
rules and structures to new languages in order to communicate with others, mostly without 
even being aware of the grammatical constraints and concepts of that language. Therefore, it 
seems that communication can be regarded as the driving force behind language acquisition 
and as McRae (1991: 4) further points out, "the desire or necessity to learn English reflects a 
wish to reach some level of communicative competence in the target language". Creative 
writing is one way to make use of that inherent drive for acquiring a language and gives 
students purpose and motivation in pursuing proficiency in that language.  
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7.2 The	benefits	of	creative	writing	for	SLA	
 
 "Writing in an L2 involves skills such as knowing the language rules to express ideas 
around a particular purpose and audience", explains Niño (2016: 5), which is why language 
production is immensely important to EFL learning. Literary production of creative writing, in 
that sense, has the potential to give meaning to the process of EFL language production, 
certainly more meaning than artificial dialogues often promoted in various EFL textbooks, which 
should create meaningful interaction, but which often remain unsuccessful as they do not 
encourage creative use of language. 
 Disney (2012: 4) argues that teaching to write poetry uncovers valuable strategies of 

English language learners in their acquisition process. Facing a continuously globalized world, 
second language learners have even found their own way to customize the English language: 
literary production, making the local global and vice versa (Disney 2012: 4). This process can 
not only be seen in an increasing infiltration of non-native speakers of English and L2 writers in 
the English-literature canon with names like Nabokov and Conrad, but it is also a phenomenon 
of the EFL classroom, with students taking control over their language learning by creating 
literature in their second or foreign language. 
 In that sense, poetry is a powerful tool for allowing students to become the agents of 
their own learning while keeping them engaged and motivated to master a second language. 
While engaging students for literary production might seem fairly easy, "[t]he challenge is to 
encourage students to shift from attending to compositional rules, and to move instead toward 
creative zones where language is a material with structures (grammar, syntax, diction), surface 
textures (phonemes and potential sound patterns), and tensions (forms, idiolects, registers) to 
explore", as Disney (2012: 5) points out. This also means shifting the focus away from form and 
toward meaning, allowing learners to make mistakes and take risks in order to produce 
authentic literary texts. 
 

7.3 Implementing	creative	writing	with	technology	in	the	EFL	classroom	
	

7.3.1 Task-introduction	for	creative	writing	
 
 EFL teachers cannot assume that students will automatically be delighted to engage in 
literary production, and certainly the field of poetry is not something that students are assumed 
to naturally attend to in their spare time. Hence, learners need to be made aware that writing 
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poetry is in fact part of today's pop culture as the literary art form of composing poetry broadly 
follows the same rules and concepts as contemporary production of song lyrics. Especially the 
genre of hip hop offers a sheer endless repertoire of examples of poetry writing, with artists 
such as Drake, Eminem, N.W.A. or the Wu Tang Clan constantly challenging the rules of 
conventions in their production of lyrics and thus provide great examples for teaching the 
concepts of metric, simile and metaphors and how they can be applied in both lyrics and 
poetry (see teaching project). 
 Additionally, the breaking down of conventions not only in the genre of hip hop gave rise 
to a series of new literary concepts in pop culture. Among the most prominent are poetry 
slams, where artists combine the concept of poetry with on-stage performance, reaching a new 
level of excitement in the genre of literary production. Disney (2012: 6) adds to the discussion 
that creative writing in EFL "holds potential to equip students with lexical, systemic, and 
creative perspectives on both learned and native languages". In fact, no matter what examples 
may be taken from contemporary pop culture, they can most certainly help bridge the gap 
between a compulsory language task and an exciting classroom experience in the sense that it 
renders the task from necessary to purposeful and motivating.  

 
 

7.3.2 Presentation	tools	for	the	EFL	classroom	
 
 As mentioned in chapter 6.1, presentation can play a vital role in teaching an EFL 
classroom, especially when it comes to teaching creative writing. Presenting learners with vivid 
examples of poetry and lyrics has been a challenging experience in the past. Showing stage 
performances on TV screens and playing lyrics or poetry bits from CD players while handing 
out transcripts for learners to read along with the presented examples meant spending valuable 
classroom time sprinting from one medium to the next, additionally losing time for loading the 
media and pushing buttons (not to speak of the exhausting task of wheeling ancient large and 
heavy TV sets or CD players into the classroom). 
 Today, presentation technology, as in the example of the highly effective presentational 
software Prezi, allows educators to teach students using various formats (text, audio, video, 
etc.) and seamlessly transcend from one format to the next without exiting the software at any 
given time. Prezi's visual storytelling capabilities, that even allow the implementation of 

augmented reality in their advanced version of Prezi Next (source: Prezi), help educators to 
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easily navigate through course material by only using the left and right arrow buttons on the 
keyboard to switch from slide to slide. Additionally, implemented sound and video files will start 
and resume playing automatically when zooming in on the content, making it even easier to 
navigate through course material and prevent losing learners’ attention in otherwise lengthy 
medium switches. 
 
 

7.3.3 Apps	and	Websites	for	creative	writing	
 
 
 The Internet holds a sheer endless repertoire for useful apps and websites to foster 
creative writing in the language classroom. A prominently discussed example in EFL literature is 
the app Storybird which uses prefabricated illustrations to inspire students to produce literary 
texts. According to their mission statement of providing topic pictures to kickstart and facilitate 
the creative writing process, the software company claims that "it stirs the emotions while it 
engages the brain and jumpstarts students into their text, avoiding the blank-page syndrome" 
with this technique (Storybird for Educators 2018). Studies in the use of Storybird as a 
motivational tool to engage students in creative writing have produced positive effects, with 
Giacomini (2015: 36) describing the use of Storybird as highly positive and "students’ 
engagement with the task" convincing to speak for its implement into the EFL classroom. 
 Additionally, there are numerous creative writing websites to exploit when looking for 
input in the EFL classroom. Among the most prominent examples are the sites Wattpatt and 
Teen Ink, described as a "go-to for teens interested in writing and publishing nonfiction essays 
and articles as well as poetry" (Palmer 2018). According to Palmer (2018), Wattpad is 
considered the largest online reading platform among its competitors and often referred to as 
"the YouTube of writing" as the site allows its users to share their literary productions with a 
wider audience (25 million members; Palmer 2018) by publishing the texts on the site. Learners 
can also consume a wide array of literary texts, follow their favorite authors and consult a 
‘writer's portal’, a collection of resources and programs designed to help students with creating 
their own literature. 
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7.3.4 Learning	platforms	for	the	EFL	classroom	
 
 Next to a coherent presentation of course materials and task instruction, effective 
communication between teachers and students as well as peer communication is vital to 
effective classroom learning in the EFL environment. Technology offers a large number of 
communication tools for exchange inside and outside the language classroom and learners’ 
inherent drive for social communication can best be utilized to inspire learners to make use of 
the communication tools provided. 
 As a unique feature in the EFL classroom, communication (in the target language) is 
already a vital part of language learning itself and communication technology possesses the 
advantage of augmenting the amount of speech production inside and outside the language 
classroom. According to Blake (2013: 81), a recent study on SLA and chat communication 
observed that language students using chat programs in the classroom "wrote much more and 
produced more turns than students talking face to face in the classroom", an average of 12.5 
vs. 5.3 turns, although the level of linguistic accuracy was slightly lower than what was 

expected in face-to-face utterances of same students. 
 Learning platforms such as Google Classroom and Edmodo therefore not only provide 
benefits for classroom management when it comes to task instruction or handing in 
assignments but more importantly engage students to communicate more often than otherwise 
in the target language. Nevertheless, EFL teachers need to recognize that chat communication 
is significantly different from other forms of written language production, and that its 
conventions more closely resemble those of oral communication (Blake 2013: 81). Keeping that 
in mind, the amount of additional speech production alone that technology can provide to the 
EFL classroom nevertheless makes it a key player for any successful EFL instruction. 
  
 

7.3.5 Collaboration,	contribution	and	gamification	of	the	EFL	classroom	
 
As discussed in chapter 5, one cannot exaggerate the importance of technology when it comes 
to engagement and motivation in the EFL classroom. Apart from the inherent attraction of the 
medium itself, technology can help provide a positive learning environment in which students 
feel empowered in their process of acquiring a second language. "Integrating technology 

properly into the curriculum can accelerate the focus on the student-centered classroom" and 
makes the student the producer of language learning content (Blake 2013: 112). Learners 
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achieve empowerment in sharing their ideas and literary production with a larger audience 
when posting essays and poems on blogs and websites, and motivation arises from seeing 
learners’ extracts as valuable contributions to the world instead of mere classroom 
assignments. 
 In previous chapters, it has also been outlined that gamification can highly benefit 
motivation and engagement of EFL learners inside and outside the language classroom. As 
philosopher Marshall McLuhan (Prensky 2007: 90) famously pointed out: "Anyone who makes a 
distinction between games and education clearly does not know the first thing about them". 
There are numerous ways to engage students through the implementation of games in the 
classroom and classroom collaboration in gaming structures is only one of them. As Felicia 
(2014: 8) elaborates, the implementation of game-based learning in the classroom offers "an 
alternative way for educators to present material to learners" and can be done in various ways. 
While long-term strategies might call for a complex game-based learning environment, short-
term goals in motivating language students to engage with classroom content might already be 
achieved through the frequent use of quizzes, such as Kahoot and others, in the EFL 
classroom. 

 
 

7.3.6 Deciding	on	technology	in	the	EFL	classroom:	BYOD	
 
 Not too long ago, teaching and learning with technology was limited to short segments 
of computer time that had to be held in a special facility of the school, often with tiring efforts of 
booking the room and even greater and certainly time-consuming efforts to physically move the 
entire class to one of the very scarcely provided computer labs. Recent advances in technology 
enable new forms of online and mobile learning, and students themselves, in most cases, 
possess smartphones of the latest generation, outsmarting the computing power of an average 
desktop computer in the language lab by a tenfold. 
 The fact that students are generally equipped with high-performing hardware and 
software in the form of smartphones, tablets and other gadgets that learners, additionally, are 
accustomed to work with, enables a relatively new form of digital learning: BYOD – Bring Your 
Own Device. BYOD refers to "initiatives that allow students or employees to use their own 
personal mobile technology devices at work or at school as part of their day" (Elkeles, Pullman 

& Phillips 2014: 6), which frees educators from the burden of having to provide learners with 
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and teach them how to use those digital learning devices. On top of that, it empowers the 
language teachers in their work and shifts the focus from an under-equipped classroom to 
effective teaching with technology, trumping concerns about network security and other safety 
issues that may arise. 
 
 

7.3.7 Rationale	for	digital	learning	readiness	
 
 Despite the broad number of advantages rendering online and mobile learning beneficial 
for the EFL classroom, it needs to be clear that implementing technology without having a clear 
educational goal in mind (as briefly discussed in chapter 4.2.3) before its implementation can 
only be a half-hearted gesture at best. Many researchers speak about a paradigm shift in 
pedagogy when using online and mobile technology and it is certainly nothing short of that. As 
Christensen & Knezek (2017: 112) point out, "[s]imply owning mobile technologies does not 
guarantee effective use in education by students and teachers” (Cochrane 2014 in Christensen 
& Knezek 2017: 112).  
 It is further argued, that “[t]eachers must have supportive training on the pedagogy of 
integrating these devices as well as useful strategies for classroom management that will 
enable the teachers to feel confident in their classroom instructional environment" (Christensen 
& Knezek 2017: 112), and providing and applying that kind of training might challenge future 
teachers as well as educational lawmakers the most. After all, "[s]uccessful teacher 
implementation of emerging technologies in education requires well-planned, ongoing 
professional development and support" (Christensen & Knezek 2017: 112) – a task that is far 
from simple and requires intensive planning and supervision from all educators working with 
technology. 
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8 Research	Project	
	
	

8.1 School	environment	and	research	questions	
	
 
 In order to test the theories and assumptions of the previous chapters, a teaching 
project in an Austrian EFL classroom was established in the course of this thesis and carried 
out over a period of two weeks in the summer term of June 2017. The school in which the 
project was realized offers subjects in languages, arts and sciences and is demonstratively 
pioneering in the field of teaching with technology, according to their own mission statement.  
 The aim of the research project was to determine whether EFL teaching with 
technology, in a blended learning approach, could be implemented within a reasonable time 
frame in what would be considered an average Austrian EFL classroom and whether the 
necessary infrastructure would be available in the average language classroom in order to carry 
out the project. Furthermore, it should be established whether blended learning could bring 
sufficient outcomes with a limited amount of classroom time where students fulfill the majority 
of the task at home and only receive minimum input in class, or if learners produce better 
outcomes when instructed extensively in face-to-face sessions. 
To put theory into practice, the following research questions have consequently been 

established:  
 

Research	question	1:	Can technology be implemented in a defined language teaching task of 

an Austrian EFL classroom, namely for the purpose of teaching creative writing, and within a 
reasonable time frame in an Austrian EFL classroom? 

	

Research	question	2: Does implementing a blended learning environment with limited face-to-

face time provide the same results as applying a more balanced online and face-to-face 
timeline? 
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8.2 Research	design	
 
 To address the formulated research questions, two 9th grade EFL classes of the GRG 
11, consisting of 13 and 19 students, were taught in creative writing, and their achievement in 
task fulfillment as well as the conditions during the project were compared to each other in 
order to answer the set research questions. The participants were divided into class 5A, from 
here on referred to as group A or experimental group, and class 5D, which will from now on be 
referred to as group B, or control group. Both groups were presented with technology-
enhanced instruction and materials for teaching creative writing and asked to complete a 
specific task, namely the creation of a poem, to generate results for this survey. The two groups 

significantly differed in the number of face-to-face sessions but received the same amount of 
input regarding online and mobile learning content. 
 

8.2.1 Research	group	
 
	 Group A was taught in three consecutive face-to-face sessions before being asked to 
hand in their project task, whereas group B only had one single face-to-face session and, 
additionally, received online and mobile instruction outside the personal meeting in order to 
complete the task. The study took place over the course of two weeks in which both classes 
were given the same task and the same amount of time to fulfill said task. 
 The school was chosen for their attitude toward digital learning, availability of classroom 
time and willingness to participate in the outlined research project, and due to personal contact 
to the school's English teachers, which significantly helped the rigorous and arduous process 
of receiving permission for doing research in the Austrian school environment. In retrospect, 
this turned out to be highly important for the successful implementation of the research project. 
 

8.2.2 Digital	learning	platform	
 
 With regards to Hockly (2018: 98), who strongly argued that effective implementation of 
blended learning into the classroom implies effective usage of digital learning platforms that 
would allow "online interaction with other learners, the teacher, and possibly with individuals in 
the wider world" (Hockly 2018: 98), it was decided to establish a mobile and online platform for 
student-teacher as well as peer communication in form of the educational software program 
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Edmodo (introduced in detail in chapter 4.2 on e-learning platforms). Edmodo is valued across 
the field of education for being a safe social networking environment for digital classroom 
learning and an effective tool for classroom management (Carlson 2015: 46). For this research 
project, the easy, intuitive and, foremost, fast way of being able to implement the digital 
infrastructure into the classroom and being able to enroll students into the digital course 
created for the duration of the project were the main criteria that spoke in favor of choosing 
Edmodo as the digital platform for this project. 
 
  

8.3 Research	criteria	
 
 The criterion for the first study question was the successful implementation of 
technology in an average Austrian EFL classroom and whether this could be achieved within a 
reasonable time frame. More specifically, whether it would be possible to provide a technology-
enhanced learning environment to teach creative writing in a Viennese EFL classroom with not 
more than two weeks of course preparation and using the tools and infrastructure available to 
every teacher of that given school to the most extent. For an inviting opportunity to implement 
technology into the EFL classroom, it is important to be able to prepare for each given segment 
within a reasonable time frame without spending endless time on technology implementation. 
Therefore, the maximum time spent for each segment should not exceed the amount of three 
hours, which should be average preparation time for first-year teachers of English as a Second 
Language classes.  
 Additionally, it goes without saying that teachers generally are compelled to spend a 
significant amount of time and energy providing tools for effective classroom learning, and it 
therefore would be of great help to language teachers if schools, for the most part, provided the 
necessary infrastructure for digital learning. To the authors’ strong opinion, this would 
significantly influence their willingness to implement technology in their classrooms. 
 The criteria for my second, and even more important, study question were in how far 

students were able to fulfill the task within the given time frame and if the number of face-to-
face sessions in the blended learning setting would significantly influence the outcome for task 
fulfillment. As average grades, according to the author, can be considered to be rather 
subjective criteria for measurement, especially in the case of creative writing tasks, the criterion 
for task fulfillment was decided to be 'number of submitted assignments' that were received 
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within the given time frame to receive accurate and comparable results for evaluation. 
Furthermore, it should be assessed whether the number of received face-to-face sessions, 
compared to sole online and mobile instruction, would have significant influence on students’ 
motivation and readiness to complete the task. For that purpose, as mentioned, group A 
received a significant number of face-to-face sessions whereas group B received only a 
minimal amount of the same, and outcomes of both groups were compared to each other. 
 
 

8.4 Lesson	design	
 
 For the duration of the teaching project both group A and B were given a creative writing 
task in the form of creating a poem. The poem needed to consist of at least three stanzas or 12 
lines and the minimum requirement for task fulfillment was creating said poem and handing it in 
via the online platform Edmodo within the time frame of two weeks while the teaching project 
was in session (specific due date was announced on learning platform for each group). Both 
group A and group B were provided with a series of online scaffolding content to help with task 
fulfillment (video tutorials on how to write a poem, examples of contemporary and historic 
poetry, motivational videos on why writing poetry, etc.) and both groups have been given 
classroom time during the project, although group A received a far larger amount of classroom 
time, which will be explained in the following section.  

8.4.1 Lesson	design	of	group	A	
 
 Group A was presented with three consecutive classroom sessions, accompanied by 
online and mobile learning instruction via the digital learning platform Edmodo. The face-to-face 
sessions will be discribed in 'lesson one', 'lesson two' and 'lesson three', supported by relevant 
screenshots and examples. The accompanying learning and instruction that took place via the 
online and mobile platform is illustrated in the section 'communication'. Excerpts of both are 
provided throughout the sections. 
 

Lesson	1: topic	introduction	and	enrollment	in	the	learning	platform	

 
 The first lesson for group A was an introductory class into the subject of online and 
mobile learning. Students were presented with key findings of digital education for EFL learners 
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in order to present the given project as relevant and spike participation. They were also 
introduced to the learning platform Edmodo, which would be the base for all learning and 
instruction of this project, inside and outside the language classroom. As students were 
generally not allowed to bring mobile devices into the classroom, an exceptional permit had to 
be issued by the school addressing the learners’ parents to gain their consent for allowing 
students to bring their mobile devices into class on the appointed dates.  
 In order to not take up too much time of the learners’ schedule, the introductory lesson 
of the project, for group A, was reduced to a fifteen minutes time slot and most of the 
instruction and preparation for the consecutive lesson happened via the online learning 
platform. In the quarter hour, learners  
 

Lesson	2:	visualization	and	emotion	

 
 Students had been introduced to digital learning and successfully enrolled in the mobile 
version of the learning platform Edmodo, which was used during classroom learning as well as 
a means to communicate further information and task criteria and also to give instruction for 
mini assignments from class to class, and the criteria for fulfillment of the ultimate lesson task. 
Nevertheless, students were not yet given the content of the task but only a homework 
assignment of having to watch a video uploaded to the learning platform that should introduce 
the subject of creative writing. 
 Digital visual aids in the form of the provided video and purposefully emotional video 
content were used to spark students’ motivation for class participation and to further task 
fulfillment. The content of the video revolved around a 2017 competition of a traditional 
Viennese coffee maker who encouraged their clients to 'pay with a poem' for their products and 
a before-and-after shot of (casted) customers and their reaction when they were reading a 
poem in front of the camera, which they had written in their early years for an apparent loved 
one. The video should emotionalize the learners and visually show them that creating poetry is 
not only demanding classwork but can have highly positive effects on one’s life when looking 
back at the creation (and maybe even pay for coffee). The emotionalization of the content is 
seen as an important part of engaging students with the language learning content of the class 
and is regarded as an effective tool to emotionalize learning. 
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Lesson	3:		

 
 In lesson number three, students were presented with a quiz where they needed to 
match quotes presented to the class to their originator which could either have been from 
Shakespeare or a contemporary hip hop artist. The quotes were intentionally misleading, which 
should elaborate that classical poetry and contemporary song lyrics bear many resemblances 
and give students extra motivation to engage with the subject content of writing a poem. 
 Also, students were given the time frame for creating their poem (the assignment 
needed to be handed in within a week of the last session via the learning platform) and task 
instructions. It was made clear that students could communicate about the assignment task 
with the instructor and their peers via the platform at any given time during the assignment. 
 
 

8.4.2 Lesson	design	of	group	B	
 
 Compared to group A, group B received a significantly less amount of face-to-face time, 
and while the content of instruction was roughly the same, in terms of amount of input, learners 
of group B lacked vital parts (familiarization with task, emotionalization) of the course content 
due to the limited amount of student-teacher time. In particular, group B was given only one 
single face-to-face session that included most parts of instruction that group A received 
(introduction to topic, task fulfillment criteria, additional material), but all in one concise sitting, 
and was only supported by the instructor via the online mobile platform and through peer 
collaboration (messages and posts by peer learners on the mobile learning platform). 
 The face-to-face session of group B consisted of three parts: introduction to the topic of 
mobile and online learning, enrollment in the learning platform and assignment specifications 
and task fulfillment criteria as well as deadline and medium of communication and for 
submitting the assignment. Apart from that single session, all communication with group B was 
realized via the learning platform. 
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8.5 Data	collection	
 
 Using the learning platform Edmodo rendered data collection for this project fairly easy 
as the task fulfillment criteria were ‘number of submitted assignments’ and ‘time of upload’, 
both of which could be determined clearly and unmistakably via the platform. Apart from an 
overview on received and pending assignments from the learners, the platform also collected 
all peer-to-peer and student-teacher communication as posted on the news wall, and the 
instructor could additionally access the ‘private mails’ sent to the instructor regarding the 
assignment for deeper insight into the projects development. 
 
Figure 3 Edmodo wall and notifications mask 

 
 
The screenshot above shows Edmodo’ start page and how the teacher (and research project manager) is receiving 
updates on handed in assignments (in this specific example, the data collection) via the notification board. The 
number of submitted assignments can also be seen in the assignment section, which also allows educators to 

review and grade the handed in works of their students and to return them with feedback. 
Figure 4 and 5 Examples of students’ poems for teaching project 
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The two screenshots on the previous page show examples of the work submitted by the students participating in the 
teaching project. The screenshots also show the format in which students handed in their assignments (when done 
correctly) via the platform and the teachers’ opportunity of actively managing the class by messaging the group or 

individual students if participation near the deadline was still scarce in order to push for unified participation of all 
students. 

 

8.6 Description	of	project	implementation	
	
 The following section should give the reader a deeper understanding of how the 
teaching project has been implemented specifically and which challenges and insights arose 
during the implementation of the project. The section is presented in the form of a research 
diary and subsequently, a slightly more colloquial form of describing events and insights has 
been used. 
 
June 5, 2017: 

After a lengthy correspondence between all participating parties of the research project 
(researcher, teacher, principal), the project has finally been approved and the research period 
was set to take place in the time between June 14 and June 25, 2017. As a core part of the 
project was to illustrate the effectiveness of mobile learning via the BYOD (bring your own 
device) method, it had to be ensured that students would be able to use their mobile phones 
during the research week. As the participating school was generally not allowing mobile phones 
on school premises and therefore not in the classroom, a letter of approval had to be crafted 
and sent to the students’ parents beforehand in order to sidestep the conflicting school law for 
the duration of the project and allow mobile learning in the classroom. 
 
June 14, 2017: 

 The research week started with group A receiving its first of three teaching sequences. It 
is important to note that while the teacher was present in the classroom during the teaching 
sequences, all information was presented digitally via Prezi and Edmodo (the learning platform 
in use for the project) to assist classroom learning and allow continuous communication with 
the classroom outside the formal school setting.  
 After a short introduction of the teaching sequence and the academic background of the 
project, students were presented with an introductory video (see transcript of video in 
appendix) curated by the Khan Academy, one of the examples for successful and effective 
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flipped learning discussed in this thesis. Students were also introduced to the concepts of 
MOOC and free democratic online learning in the form of an excerpt of Peter Norwig’s TED talk 
on Stanford’s impressive MOOC experiment, which has also been portrayed in this thesis. 
 Students were then asked to take out their mobile phones to log on to the created group 
on the learning platform Edmodo. As mentioned, the platform was chosen for its simplicity and 
the fact that no personal data of the students was needed to log on to the group. The teacher 
could just simply create a group and generate a unique code that students would use to log on 
after downloading the app from the App Store (for Apple users) or Google Play Store (for 
Android users).  
 Interestingly, almost immediately after logging on, students started producing content 
(see figure 6) on the learning platform by introducing themselves as well as sending short 
introductory messages to the teacher and their peers and/or posting on the wall of the created 
group page (see figure 6). Students were visibly motivated and engaged with the learning 
platform and seemed genuinely happy to communicate with the teacher as well as their peers, 
and although the learning platform was primarily created to reinvent ways to delegate 
instructions and information regarding the created assignment, it immediately seemed that 

students felt comfortable and engaged in using the platform. 
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Figure 6 Edmodo wall with students’ introductions 

 
The screenshot above is from the start page of the online version of Edmodo, displaying the news board on which all 

participants could distribute messages and content. It is clear to see how the learning platform instantly came to life 
when introduced in the first introductory session of group A. Minutes after students were asked to download the app 
for Edmodo and log in to the created virtual classroom, the first learners were actively greeting each other in formal 
and informal ways (‘Hey’, ‘Hi’, ‘Hello’, ‘Hiii’, ‘Heyyy’) and were predominantly using the target language (with the 
exception of one student: ‘Servus’). Most learners were using pictures of themselves or avatars and contributed with 
their full name or an alias. 

 
 
June 15, 2017: 

 Students of group A have all signed on to the learning platform and are receiving their 
first follow-up message today via the Edmodo platform. The goal of the message is to get 
students to watch a short YouTube clip curated by the Austrian coffee maker Julius Meinl, who 
recently had a promotion in its stores where clients could pay for their coffee with a poem. The 
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content of the clip revolved around the portrayal of four individuals that Meinl brought before 
the camera to have them read pieces of poetry that the producers ‘managed’ to get ahold of 
and apparently were written by the individuals themselves for their loved ones decades ago. 
Just like Meinl wanted to emotionalize its clients for their brand, the clip was thought to 
emotionalize the students of the teaching project towards writing poetry, even though the 
assignment was not even mentioned, let alone discussed inside or outside the classroom yet. 
 Until the upcoming face-to-face session of group A, its participants were invited to 
watch the YouTube clip and try to guess the topic of the assignment that was about to be 
revealed just by referring to the content of the video. They were further asked to voice their 
guesses by posting on the learning platform wall under the section of the posted video. 
Students, via the Edmodo platform, were also informed of the post (and all other activity) 
through private messages in the Edmodo mobile app. 
 
Figure 7 Edmodo wall with message to group A 
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June 17, 2017: 

 Students were posting comments and guesses for the assignment topic ahead of them. 
The teacher was aiming at nurturing learners’ engagement and actively keeping the discussion 
on the learning platform alive by liking and responding to learners’ comments as a form of 
acknowledment and positive reinforcement. Students could also like and respond to peer 
comments. 
 
Figure 8 Edmodo wall with comments posted by learners  

 
 
June 19, 2017: 

 Students of group A received their second face-to-face session in which the research 
topic was revealed, and learners were introduced to the content of the research assignment. 
With regards to the flipped learning approach, students had been asked to watch a short video 
sequence revolving around a poetry project conducted by Julius Meinl (explained in the 
previous section) and were then invited to join a face-to-face debate based upon the online 
discussion that had already started on the learning platform. It was noted that almost all 
participants seemed to have watched the clip posted, and discussion of the content was both 
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lively and productive. Students collectively guessed the topic of having to create a poem for the 
research project and understood the emotional value of creating poetry as referred from the clip 
content which should further increase motivation to fulfill the task assignment. It was also 
visible in the students’ engagement in the discussion that the video had ‘sparked a flame’ in 
learners of what positive consequences writing poetry could have for them. 
 Then after discussing examples and features of poetry (students had prior knowledge of 
the topic regarding their curriculum), to give learners some guidance for producing their own 
piece of poetry, learners were presented with a quiz to further fuel their motivation towards 
producing poetry. In the quiz, students had to guess the originator of one-line-quotes which 
stemmed either from Shakespeare or a contemporary hip-hop artist. In order to underline the 
fact that the principles and features of poetry, in its core, are still in use today and are therefore 
fundamentally not very different from contemporary hip-hop lyrics, the quotes used were 
intentionally misleading and were intended to puzzle students when seeing how closely related 
these seemingly opposite forms of art in fact were. Additionally, the quiz should help fuel 
students’ motivation towards the assignment by referring to the learners’ cultural environment. 
 At this point, it should be highlighted that students were specifically engaged in 

answering the quiz questions and that they were visibly having fun guessing the right answers 
to the quiz questions (see Appendix for full transcript via screenshots). Additionally, it should be 
noted that engaging students in quizzes to increase motivation is by far not an idea specific to 
digital learning but using digital technology to create a deeper impact for students certainly is. 
In that sense, the presentation and visualization of the quiz through the inclusion of sound 
samples, artists’ pictures and other graphic and audio content was crucial to how students 
perceived the quiz and how engaged they felt in contributing to the assignment. That difference 
in perception of the teaching content was strongly felt throughout the teaching project and can 
be regarded as a vital part of the project. 
 
June 20, 2017: 

 After the assignment of writing a poem was revealed in class and students having 
revised features of poetry in the June 19 face-to-face session, group A received some 
additional material (“How to write a poem”-clip, examples of poetry/lyrics, etc.) to help with the 
project development. 
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June 21, 2017: 

 In the last face-to-face session of group A, learners were starting to write their poems in 
class while receiving individual help from the teacher. Students were also encouraged to apply 
mobile learning techniques by using web-based vocabulary and thesaurus apps on their smart 
phones.  
 
June 22, 2017: 

 Group B had its first and only in-class session for a total duration of about 35 minutes. 
In that session, they received most parts of what group A has received in their face-to-face 
sessions, but with a shorter amount of time for each segment. Also, and most importantly, 
students were not scaffolded in class when writing their poems but left alone to fulfill the 
assignment in the confinements of their homes.  
 In general, it felt that this difference in personal time spent with the learners made a 
huge difference in the outcome of the assignment, as group B has basically received the same 
amount of input in the form of material, video content and the interactive quiz but had a lot less 
time interacting with the teacher and their peers during the face-to-face session. Consequently, 
the online communication via the platform was a lot more silent, too, and, in the end, task 
fulfillment of group B differed significantly from that of group A. 
 

8.7 Outcome	and	evaluation	
 
 Over the course of the project (until the deadline), in group A, thirteen students (out of 
20) handed in their poem on time, with an extra two assignments received during the following 
two days. Eleven of these were handed in via the assignment platform, two were sent as private 
messages of which one consisted of a screen shot of the poem created on a phone’s note app 
(and have been counted as successfully handed in assignments due to deadline criteria). Group 
B, on the other hand, only managed to hand in five (out of 16) assignments on time with one 
more assignment handed in three days after the deadline and was consequently not counted as 
successful. All five assignments that would be counted as successful were handed in via the 
assignment board of the learning platform. 
 Analyzing these outcomes, it seems rather clear that online and mobile learning does 
require a fair amount of classroom time in order to be effective, simultaneously answering the 
age-old question if teachers will be replaced by computers when new forms of digital learning 
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will become common in the language classroom. When looking at the results of this study, it 
can clearly be said that educators will continue to be an important part of learning, guiding 
students in their learning process and evaluating input for their learning. As the results of group 
A unambiguously exceeded those of group B, research question two could be answered 
consecutively: a balanced amount of classroom time, in relation to online learning time, is more 
likely to achieve better results for teaching creative writing tasks than limited amount of 
classroom time in relation to online learning time, even when the learning content is available 
online. 
 Concerning research question number one, it has to be said that the amount of 
preparation time for each lesson segment exceeded double the amount of the time estimated 
(6.2 hours on average per lesson instead of 3 hours). This is due to several factors: firstly, the 
project itself required quite some preparation to translate all the objectives into an effective 
rationale concerning teaching with technology and secondly, and more importantly, Austrian 
EFL classrooms seem to substantially lack basic infrastructure, from broadband internet to 
state-of-the-art school computers and mobile projectors. It therefore has to be concluded that 
the average EFL classroom (or what has been considered to be an average EFL classroom for 

the simplicity of the project) is not sufficiently ready for the requirements of the 21st century 
digital classroom for online and mobile learning, and educators, at the moment, would need to 
sacrifice their own time and resources in order to establish effective forms of digital learning in 
their EFL classrooms. 
 

8.8 Communication	and	peer	learning	
 
 Apart from the actual assignments which were evaluated to answer the given research 
questions, another interesting aspect of the experiment is worth being analyzed: students’ 
communication on the learning platform. 115 posts and private messages have been counted 
in the communication process during the experiment with a total number of 1058 words (an 
average of 9.2 words per post or message), exceeding the total word count of all submitted 

poems (902). And while it can be argued that postings and messages follow different norms of 
written language production and are more closely related to oral conventions of language and 
therefore easier to produce than the content of a poem that requires profound knowledge of a 
language and deep reflection on the writing process, the sheer number of utterances renders 
the project’s online and mobile communication an important part of the teaching process.  
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 Additionally, it can be said that a number of questions that arose during the project 
(regarding deadlines, task fulfillment, resources) have been answered by students even before 
the instructor could attend to them and thus portray a textbook example of peer learning. In 
that sense, digital help in form of a ‘teacherbot’, that the University of Edinburgh employs could 
provide valuable help in managing an online forum for EFL learning. 
 
 
Figure 9 Edmodo wall with instructions for blended learning 

 
The above screenshot displays the introductory message from the instructor to group A after having met in a face-

to-face session the day before. It encourages the learners to watch an introductory video (blended learning) in order 
to raise the topic of the subsequent teaching sequence without giving away the task that is about to be introduced in 
the following face-to-face session. Learners should comment on the news board with guesses about the topic. It can 
also be seen that the video, hosted on the streaming platform YouTube, is already integrated in the message board 
and can be played seamlessly without leaving the learning platform. 
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Figure 10 Edmodo wall with learners’ comments 

 
The screenshot above shows the students’ answers to the introductory video in the form of comments (and replies 
to comments). The learning platform allows students to post original comments, answers or replies, or simply linking 
posts and comments. It also shows the intuitive format of Edmodo’s news wall and how it does, in fact, resemble 
Facebook and other social media networks in how members can communicate with each other.  
 Especially for the teacher of the virtual (and actual) classroom, it is interesting and valuable to follow up on 
learners’ participation by being able to see how many students (and which students) have contributed to the class 
discussion and most probably watched the video, as asked in the assignment. A second sphere of less active 
participation could also be perceived in the number of likes that statements and posts would get, identifying those 

students that have not posted comments themselves but at least engaged in the discussion by reading and 
interacting with the feed. 
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Figure 11 Edmodo wall with follow up message for learners 

 
 
 After allowing for a brief discussion on what the topic of the lesson assignment might 
be, students received a follow-up message via the news board including video content that 
should prepare them for the task ahead. The screenshot shows the message to the learners 
and the implemented video content (scaffolding language material to fulfill the task 
assignment). 
 
 

8.9 Implications	of	the	research	project	on	EFL	teaching	
 
 Regarding the principles for effective blended learning established by Hockly (2018: 98), 
the following should evaluate the implicated learning sequences for their relevance and 
effectiveness, as well as draw implications for future teaching. Firstly, it needs to be said that 
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blended learning in the EFL classroom should always have a strong focus on communication 
and interaction to make use of the medium’s inherent advantages. Hockly (2018: 98) describes 
the mix of “online interaction with other learners, the teacher, and possibly with individuals in 
the wider world” as a key component of this approach, and the research project has shown 
that learners can easily be engaged in producing language content in the target language when 
provided with a platform that resembles that of their everyday online communication. As Blake 
(2013: 77) also established, most researchers agree that computer mediated communication, in 
the form of social networking and online and mobile learning platforms, holds great potential for 
engaging students to produce and communicate in the target language, as teenagers already 
spend a large part of their spare time on social networks and digital learning platforms naturally 
exploits their ‘lust’ for online communication. Many studies also show that learners’ inherent 
drive to share and produce content for the online world accounts for a high level of 
engagement and motivation of learners to pursue self-initiated learning when they perceive their 
contributions as valuable to a wider community (Tour 2017: 181). 
 Another principle for effective usage of blended learning, according to Hockly (2018: 98) 
is the correlation of the rationale and the technology in use for the selected teaching sequence, 

or as formulated by Hockly (2018: 98), “task design and the choice of technology tool(s) need to 
match”. The task design for creative writing and, more specifically, creating a poem, naturally 
seems to demand a rich composition of words and images and technology in the form of video 
content. Animating students to engage with creative writing seemed to have provided an 
adequate solution in the example provided in the research project. The additional quiz showing 
correlations between classical poetry and contemporary lyric design, and made lively by 
implementing powerful images and example videos through technology, further helped increase 
learners’ motivation to engage with the subject and can be seen as a successful example of 
matching content and technology. 
 Furthermore, there is the issue of learner training as a necessary preparation for blended 
learning sequences, as Hockly (2018: 98) points out that “learners [may] find working 
autonomously a challenge” and that the “blend may require some initial learner training”. In the 
21st century, it becomes increasingly important to innervate students to become the masters of 
their own learning experience. Teaching with technology seems to foster that approach in the 
sense that learners are provided with a wide range of materials to take learning into their own 
hands and to see their learning as more purposeful when being able to implement it in their 
daily use of technology in forms of online and mobile learning environments. 
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 Lastly, with regards to Hockly (2018: 98), it should also not be forgotten, that educators 
need to be willing to familiarize themselves with educational technology to become experts in 
usage and able to rely on the technology in use. Hockly (2018: 98) strongly points out that 
“training is key for the successful implementation of a blended approach” and educators 
should be willing to stay interested and informed and dedicate time and effort to train in new 
forms of methodology to effectively use educational technology in the classroom. Even with a 
fair amount of previous knowledge on the subject and having put a strong focus on technology 
in the classroom throughout most of my education, I must admit that without spending hours of 
preparation and research for each technical sequence in the lessons planned, the research 
project and my teaching would have proved to be very different. 
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9 Conclusion	
	
	
 This thesis aimed at giving the reader an overview of contemporary methods and 
inventions in digital learning and how they can be implemented in the language classroom to 
engage, motivate and aid students in mastering a language by catering to an increasingly 
heterogenetic classroom and providing individual help for learners with differences in both their 
status quo and their learning styles. The thesis, by its nature, is set to fulfill an academic 
standard but may seem, at times, to show forms of advocacy for digital learning and partially 
might be lacking a critical stance for the digitalization of education. The reason for this is 
certainly not a disregard for academic standards but might rather be seen as a reflection of the 
author’s high hopes for what digital learning can and hopefully will bring to the language 
classroom and education in general.  
 Admittedly, this thesis might also be perceived as different in nature than academically 
more balanced research papers and reflections on contemporary teaching methods and 
learning aids as it is written with regards to Sir Ken Robinson, Neil Postman and Salman Khan, 
who collectively agree that our current school system needs profound reform in order to meet 
the challenges of the 21st century (Robinson 1999; Postman 1995; Khan 2011). As it is, in the 
same way as the Industrial Revolution demanded restructuring society and education towards 
building a homogeneous workforce for a new form of labor, the Digital Revolution demands the 
exact opposite. Consequently, what is needed for an education that reflects the uniqueness of 
its participants is the discovery and nurturing of our students’ individual strengths instead of 
aiming to reproduce a standardized work force that lost its legitimacy and benefit some two 
hundred years ago.  
 In that sense, I strongly believe that the trend towards a standardization of education, as 
seen in the pursuit of standardized testing and assessment scenarios, is not compliant with the 
nature of today’s (young) learners and, in the long run, will do great harm to our society and 
economy as future occupations demand unique forms of problem solving and flexible thinking 
rather than the reproduction of knowledge. As stated by the National Advisory Board on 
Creative and Cultural Education, “[w]e need a broad, flexible and motivating education that 
recognises the different talents of all children and delivers excellence for everyone” (Robinson 
1999: 6). Digital learning has proven to provide effective help for solving this issue by providing 
a methodology that caters to individual learning styles and allows personalized learning 
scenarios that can be effective for all learners (Grant 2014). 
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 Especially in the field of language teaching, digital learning can open up a whole world 
of opportunities for teaching a foreign language in new and exciting ways and make use of the 
medium’s inherent attractiveness as well as students’ natural passion for engaging in social 
discourse and producing, sharing and collaborating content through the means of the Internet. 
Missing this chance would be disastrous as Blake (2013: KL 39) elegantly put it:  

Either teachers embrace the new language learning technologies and integrate them 
in a new pedagogy or they will not only deprive themselves of the enormous 
benefits afforded by computer-assisted language learning (CALL), computer-
mediated communication (CMC), distance learning, social networking, and 
language games, but they will be increasingly out of touch with their own students, 
who are by now wired, networked, and computer-savvy.  

 
 

	 	



	 86	

10 References	
 
“21st Century Education”. 2012. YouTube. https://www.youtube.com/watch?v=nA1Aqp0sPQo 

(15 Feb 2018). 
Admiraal, Wilfried; Huizenga, Jantina; Akkerman, Sanne; Dam, Geert Ten. 2011. “The concept 

of flow in collaborative game-based learning”. Computers in Human Behavior 27(3), 
1185-1194. https://acelscdncom.uaccess.univie.ac.at/S0747563210003808/1-s2.0-
S0747563210003808-main.pdf?_tid=spdf-51769c5c-3919-460d-abe4-
438add02a040&acdnat=1519670439_937cf3d50a8a56a9e9518e295b581a91 (22 Feb. 
2018). 

Alexander, Eldridge. 2014. How technology is changing learning. TEDxOaklandUniversity. 
 https://www.youtube.com/watch?v=pLpEDr7WkOI (17 Sept. 2016) 
Audsley, Samantha; Kalyani, Fernando; Maxson, Bronwen; Robinson, Brittany; Varney, Katie. 

2013. “An Examination of Coursera as an Information Environment: Does Coursera Fulfill 
its Mission to Provide Open Education to All?” The Serials Librarian 65, 136-166. 

Barseghian, Tina. 2012. “Amidst a mobile revolution in schools, will old teaching tactics work?” 
Mind/Shift: How we will learn. KQED Public Media for Northern CA, Blogs. 
http://blogs.kqed.org/mindshift/2012/03/amidst-a-mobile-revolution-in-schools-will-old-
teaching-tactics-prevail (31 Jan. 2018). 

Beißwenger, Michael. 2001. Chat-Kommunikation. Sprache, Interaktion, Sozialität & Identität in 
synchroner computervermittelter Kommunikation. Perspektiven auf ein interdisziplinäres 
Forschungsfeld. Stuttgart: Ibidem-Verlag. 

Bergmann, Jonathan; Sams, Aaron. 2014. Flip your classroom. Reach every student in every 
class every day. Eugene, OR: International Society for Technology in Education. 

Blake, Robert J. 2013. Brave new digital classroom. Technology and foreign language learning. 
Second edition. Washington, DC: Georgetown University Press. E-book. 

Blessinger, Patrick; Wankel, Charles. 2013. Increasing Student Engagement and Retention 
Using Classroom Technologies: Classroom Response Systems and Mediated Discourse 
Technologies. Bingley, GB: Emerald Group Publishing Limited. 
http://web.b.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zUxMzMyNF9fQU41?sid=beaa9335-ef19-4f2f-b017-
2ec355480b15@sessionmgr120&vid=0&format=EB&rid=1 (5 April 2018). 

Bugge Henriksen, Christian; Bregnhøj, Henrik; Rosthøj, Susanne; Ceballos, Alejandro; Kaas, 
Henrik; Harker-Schuch, Inez; Andersen, Ingelise; Larsen, Søren; May, Michael. 2016. 
“Technology enhanced peer learning and peer assessment“. Læring og Medier 9(16). 
https://doaj.org/article/bf48563012824621be3552ba936f5af5 (28 Feb 2018). 

Carliner, Saul. 2004. An overview of online learning. Amherst, Mass.: HRD Press. 
http://web.a.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zEzNTk1M19fQU41?sid=e2ceb6e0-ccea-40c1-9304-
7f50d3432b20@sessionmgr4010&vid=0&format=EB&rid=1 (27 Feb. 2018). 

Carlson, Ginger; Raphael, Raphael. 2015. Let's get social. The educator's guide to Edmodo. 
Eugene, OR: International Society for Technology in Education. 
https://uaccess.univie.ac.at/login?url=http://web.b.ebscohost.com/ehost/detail/detail?vi
d=0&sid=%098922e96a-f33e-4056-acb9-
be9752c88f93%40sessionmgr102&bdata=JnNpdGU9ZWhvc3Qtb (29 April 2017). 

Chapman, Lizette. 2016. “E-Learning Startup Udacity Raises $35M to Launch ‘Nanodegrees’”. 
  The Wall Street Journal. http://blogs.wsj.com/venturecapital/2014/09/24/e-learning-

startup-udacity-raises-35m-to-launch-nanodegrees/ (17 Sept. 2016).  
Chomsky, Noam. 1986. Knowledge of language: Its nature, origin, and use. New York: Praeger. 



	 87	

Christensen, Rhonda; Knezek, Gerald. 2017. “Readiness for integrating mobile learning in the 
classroom. Challenges, preferences and possibilities”. Computers in Human Behavior 
(76), 112-121. https://www-sciencedirect-
com.uaccess.univie.ac.at/science/article/pii/S0747563217304259?via%3Dihub (1 
March 2018). 

Csikszentmihalyi, Mihaly. 1990. Flow: The psychology of optimal experience. New York, NY: 
Harper-Perennial. 

Delcloque, Philippe. 2000. The history of computer-assisted language learning Web exhibition. 
https://eurocall.webs.upv.es/textos/history_of_call.pdf (15 March 2018). 

“Digital Education”. 2017. Prezi for and about teaching project of this thesis. Prezi. 
https://prezi.com/p/qski9w4bndt-/digital-education/#present (29 June 2017). 

Disney, Dan. 2012. “‘Is this how it's supposed to work?’: Poetry as a radical technology in L2 
Creative Writing classrooms”. New Writing 9(1), 4-16. 
http://dx.doi.org/10.1080/14790726.2011.573078 (27 March 2018). 

Dräger, Jörg; Müller-Eiselt, Ralph. 2015. Die digitale Bildungsrevolution. Der radikale Wandel 
des Lernens und wie wir ihn gestalten können. München: Deutsche Verlags-Anstalt. 

Ebner, M.; Vlaj, G.; Schön, S. 2013. “Lehrunterlagen als E-Books – Überblick über weltweite 
Initiativen”. In Micheuz, P.; Reiter, A.; Brandhofer, G.; Ebner, M; Sabitzer, B. (Ed.). 
Digitale Schule Österreich. Eine analoge Standortbestimmung anlässlich der eEducation 
Sommertagung, 336-344. 
https://www.scribd.com/document/160889987/Lehrunterlagen-als-E-Books-Uberblick-
uber-weltweite-Initiativen (22. Sept. 2016). 

Edsurge. 2017. “Edmodo’s Tracking of Students and Teachers Revives Skepticism Surrounding 
‘Free’ Edtech Tools”. https://www.edsurge.com/news/2017-05-15-edmodo-s-tracking-
of-students-and-teachers-revives-skepticism-surrounding-free-edtech-tools (22 Jan. 
2018). 

Edutags. 2018. http://www.edutags.de (17 March 2018). 
Ehmig, Simone; Heymann, Lukas. 2012. Die Zukunft des Lesens. In: Grond-Rigler, Christine; 

Straub, Wolfgang (eds.). Literatur und Digitalisierung. Berlin: De Gruyter. 
Elkeles, Tamar; Pullman, Patricia; Phillips, Jack J. 2014. Measuring the success of learning 

through technology: a step-by-step guide for measuring and ROI on e-learning, blended 
learning, and mobile learning. Alexandra, VA: American Society for Training & 
Development. 
http://web.b.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zg0NTU3Nl9fQU41?sid=a7a745e4-69c1-4fc4-bb50-
fe925e22ee08@sessionmgr120&vid=0&format=EB&rid=1 (4 April 2018). 

Erhel, Séverine; Jamet, Eric. 2013. “Digital game-based learning: Impact of instructions and 
feedback on motivation and learning effectiveness”. Computers & Education 67, 156-
167.  

 https://www-sciencedirect-
com.uaccess.univie.ac.at/science/article/pii/S0360131513000699?via%3Dihub (11 April 
2018). 

Felicia, Patrick. 2014. Game-Based Learning: Challenges and Opportunities. Newcastle upon 
Tyne: Cambridge Scholars Publishing. 
http://web.a.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zgwNTgxM19fQU41?sid=e68ee5d3-95a3-47c2-a775-
bc0b035e9679@sessionmgr4006&vid=0&format=EB&rid=1 (22 Feb. 2018). 

Ferguson, Dianne L. 2001. Designing personalized learning for every student. Alexandria, VA: 
Association for Supervision and Curriculum Development. 
http://web.a.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX



	 88	

zE1Nzg3OV9fQU41?sid=ed9e9d5e-4552-47a0-b273-
2a2d1fa0ab59@sessionmgr4009&vid=0&format=EB&rid=1 (29 April 2018). 

Finley, Sally. 2013. “Khan Academy”. Internet@Schools 1, 30-31. 
Fogg, B. J. 2003. Persuasive technology: Using computers to change what we think and do. 

Amsterdam: Morgan Kaufmann. 
http://web.b.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zE5NjM3MF9fQU41?sid=9d474925-ffd0-4ef2-9911-
e98869662baa@sessionmgr102&vid=0&format=EB&rid=1 (16 March 2018). 

“Forschungsatlas”. 2016. http://www.forschungsatlas.at/emerging-technologies/ (19. Sept. 
2016). 

Forschungsschwerpunkt Medienkonvergenz (Ed.): “Unterschiedliche Lesegeräte, 
unterschiedliches Lesen?” (study paper). www.medienkonvergenz. uni-
mainz.de/forschung/forschungsfragen (22 Sep. 2017). 

Gaskell, Anne. 2015. “MOOCs”. Open Learning: The Journal of Open, Distance and e-Learning 
30(3), 285-288.  
http://www-
tandfonlinecom.uaccess.univie.ac.at/doi/full/10.1080/02680513.2015.1065721?scroll=to
p&needAccess=true (17. Sept. 2016). 

Giacomini, Laura. 2015. “Teaching Techniques: Using ‘Storybird’ in Young Learners' Creative 
Writing Class”. English Teaching Forum 53(4), 35-37. 
https://americanenglish.state.gov/files/ae/resource_files/etf_53_4_pg35-37_508.pdf (10 
April 2018). 

Giarla, April. 2018. “The Benefits of Blended Learning”. TeachThought. 
https://www.TeachThought.com/technology/the-benefits-of-blended-learning/ (27 Feb 
2018). 

Google Support. 2018. “Google Classroom Help Center”. 
https://support.google.com/edu/classroom/ (22 Jan. 2018). 

Grant, Peggy; Basye, Dale. 2014. Personalized Learning: A Guide for Engaging Students with 
Technology. Washington, DC: International Society for Technology in Education. 
http://web.b.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zEwNzIzNTJfX0FO0?sid=ec829cf4-84e6-419c-a02e-
20503309c63f@sessionmgr103&vid=0&format=EB&rid=1 (22 Feb. 2018). 

Guilmette, Jean-H. 2007. The power of peer learning: networks and development cooperation. 
New Delhi, In Academic Foundation. eBook. 
http://web.a.ebscohost.com.uaccess.univie.ac.at/ehost/detail/detail?vid=0&sid=2e438b
de-a542-47ab-9249-
1c141d092a35%40sessionmgr4008&bdata=JnNpdGU9ZWhvc3QtbGl2ZQ%3d%3d#AN
=199508&db=nlebk (4 April 2018). 

Harris, Ashley Rae. 2013. Facebook: The Company and Its Founders. Minneapolis, MN: Abdo 
Publishing. eBook. 

Hockly, Nicky. 2018. “Blended Learning”. ELT Journal, 72(1), 97–101. https://doi-
org.uaccess.univie.ac.at/10.1093/elt/ccx058 (27 Feb. 2018). 

Hooper, S.; Rieber, L. P. 1995. Teaching with technology. In Ornstein, A. C. (Ed.), Teaching: 
Theory into practice. Needham Heights, MA: Allyn and Bacon. 

Hoy, Matthew B. 2014. “MOOCs 101: An Introduction to Massive Open Online Courses”. 
Medical Reference Services 1, 85-91. http://www-tandfonline-
com.uaccess.univie.ac.at/doi/full/10.1080/02763869.2014.866490?src=recsys (16 Sept. 
2016). 

Huang, Wen-Hao. 2011. “Evaluating learners’ motivational and cognitive processing in an 
online game-based learning environment”. Computers in Human Behavior 27(2), 694-



	 89	

704. https://www-sciencedirect-
com.uaccess.univie.ac.at/science/article/pii/S0747563210002177?via%3Dihub (22 Feb. 
2018). 

Kamenetz, Anya. 2015. “What Schools Could Use Instead of Standardized Tests”. NprED. 
https://www.npr.org/sections/ed/2015/01/06/371659141/what-schools-could-use-
instead-of-standardized-tests (22 Feb. 2018). 

Khan, Mahmood; Ibrahim, Muhammad. 2017. “Flipped classroom in technology courses – 
impact on personal efficacy and perception based on learning style preferences”. IEEE 
Integrated STEM Education Conference 2017, 135-142. 
http://ieeexplore.ieee.org.uaccess.univie.ac.at/document/7910229/?reload=true (27 Feb 
2018). 

Khan, Salman. 2011. “Let’s use video to reinvent education”. TED. 
http://www.ted.com/talks/salman_khan_let_s_use_video_to_reinvent_education (24 Feb 
2018).  

Kim, Bokyeong; Park, Hyungsung; Baek, Youngkyun. 2009. “Not just fun, but serious 
strategies: Using meta-cognitive strategies in game-based learning”. Computers & 
Education 52(4), 800–810. https://www-sciencedirect-
com.uaccess.univie.ac.at/science/article/pii/S0360131508001954?via%3Dihub (22 Feb. 
2018). 

Kogelnik, Lisa. 2016. “Digitale Schulbücher kommen im Herbst in die Klassen.” Der Standard. 
https://derstandard.at/2000031698019/Digitale-Schulbuecher-kommen-im-Herbst-in-
die-Klassen (17 March 2017). 

Krashen, Stephen. 1981. Second Language Acquisition and Second Language Learning. 
Oxford: Pergamon.  

Krashen, Stephen. 1985. The input hypothesis: Issues and implications. London: Longman. 
Lange, Patricia. G. 2014. Kids on YouTube. Technical Identities and Digital Literacies. Walnut 

Creek, CA: Routledge. 
http://web.b.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zY2NjEyNV9fQU41?sid=ba7c3d00-033f-4c1e-ac35-
14e7c8e08567@sessionmgr103&vid=0&format=EB&rid=1 (6 April 2017). 

Lantz-Andersson, Annika; Vigmo, Sylvi; Bowen, Rhonwen. 2013. “Crossing boundaries in 
Facebook: Students’ framing of language learning activities as extended spaces”. 
International Journal of Computer-Supported Collaborative Learning 8(3), 293–312. 

 http://link.springer.com.uaccess.univie.ac.at/article/10.1007/s11412-013-9177-0 (29. 
Sept. 2016). 

Lenihan, Eamon. 2012. “The teacher as facilitator”. International School 15(55). 
http://search.proquest.com.uaccess.univie.ac.at/docview/1441486766?accountid=1468
2 (24 Sept. 2016). 

Levy, Michael. 1997. CALL: Context and conceptualisation. Oxford: Oxford University Press. 
Lin, Huifen; Chen, Tsuiping. 2007. “Reading authentic EFL text using visualization and advance 

organizers in a multimedia learning environment”. Language Learning & Technology 
11(3), 83-106. 
https://scholarspace.manoa.hawaii.edu/bitstream/10125/44119/1/11_03_linchen.pdf (21 
March 2018). 

Lynch, Matthew. 2016. “Stealth Assessment: Reimagining Learning and testing for the 21st 
century”. The Edvocate. https://www.theedadvocate.org/stealth-assessment-
reimagining-teaching-and-learning-for-the-21st-century/ (23 April 2018). 

Mallon, Melissa. 2013. “MOOCs”. Public Services Quarterly 9(1). http://www-tandfonline-
com.uaccess.univie.ac.at/doi/full/10.1080/15228959.2013.758982?scroll=top&needAcc
ess=true (16 Sept. 2016). 



	 90	

Malone, Thomas; Lepper, Mark. 1987. “Making learning fun: A taxonomic model of intrinsic 
motivations for learning”. In R. E. Snow & M. J. Farr (Eds.). Aptitude, learning, and 
instruction: III. Cognitive and affective process analysis. Hillsdale, NJ: Erlbaum. 

Mayer, Richard. 2014. The Cambridge handbook of multimedia learning. New York, NY: 
Cambridge Univ. Press. 

McGreal, Rory. 2014. “Why open educational resources are needed for mobile learning”. 
Increasing Access through Mobile Learning. 
http://rcoer.col.org/uploads/2/2/8/4/22841180/why_oer_and_open_licenses.pdf (17 
March 2018). 

Piaget, Jean. 1932. The Moral Judgement of the Child. New York: The Free Press. 
Postman, Neill. 1995. The end of education: Redefining the value of school. New York: Knopf. 
McRae, John. 1991. Literature with a small "l". London: Macmillan. eBook. 
Micheuz, Peter (Ed.). 2013. Digitale Schule Österreich: Eine analoge Standortbestimmung 

anlässlich der eEducation Sommertagung 2013. Vienna: Österr. Computer-Ges. 
http://media.obvsg.at/AC11170485-2001 (5 May 2017). 

Mitra, Sugata; Dangwal, Ritu. 2010. “Limits to self-organising systems of learning. The 
Kalikuppam experiment”. British Journal of Educational Technology 41(5). 

 http://web.b.ebscohost.com.uaccess.univie.ac.at/ehost/detail/detail?vid=2&sid=2547b6
a9-0c46-4118-a279-
a1734fc31cbc%40sessionmgr120&bdata=JnNpdGU9ZWhvc3QtbGl2ZQ%3d%3d#AN=
508181855&db=eft (25 Feb 2018). 

Mitra, Sugata. 2014. “The future of schooling: Children and learning at the edge of chaos”. 
Prospects: Quarterly Review of Comparative Education 44(4), 547-558. http://search-
ebscohost-
com.uaccess.univie.ac.at/login.aspx?direct=true&scope=site&db=eft&AN=99923111&m
sid=-425673729 (18 April 2018). 

Miyazoe, Terumi; Anderson, Terry. 2010. “Learning Outcomes and Students' Perceptions of 
Online Writing: Simultaneous Implementation of a Forum, Blog, and Wiki in an EFL 
Blended Learning Setting”. System: An International Journal of Educational Technology 
and Applied Linguistics 38, 185-199. 

Murphy, Adrienne. 2016. New Developments in Foreign Language Learning. 
Hauppauge, New York: Nova Science Publishers, Inc. eBook. 
http://web.b.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zEyMjYwODVfX0FO0?sid=a0ed1a7e-9c72-413a-bacb-
72f27b403541@sessionmgr104&vid=0&format=EB&rid=1 (27 March 2018). 

Nash, Susan; Moore, Michelle. 2014. Moodle course design best practices: learn the best 
practices to design and develop interactive and highly effective Moodle courses. 
Birmingham, England: Packt Publishing. 

Nguyen, Tuan. 2015. “The Effectiveness of Online Learning: Beyond No Significant Difference 
and Future Horizons”. MERLOT Journal of Online Learning and Teaching 11. 

 http://jolt.merlot.org.uaccess.univie.ac.at/Vol11no2/Nguyen_0615.pdf 
Niño, Ana. 2016. “Living in a multilingual world. Latest trends in language learning via a wide 

array of educational technology tools”. In Murphy, Adrienne. New Developments in 
Foreign Language Learning. Hauppauge, New York: Nova Science Publishers, Inc. 
eBook. 
http://web.b.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zEyMjYwODVfX0FO0?sid=a0ed1a7e-9c72-413a-bacb-
72f27b403541@sessionmgr104&vid=0&format=EB&rid=1 (27 March 2018). 

Norvig, Peter. 2012. “The 100,000-student classroom”. Ted2012. (Interactive Transcript) 



	 91	

 https://www.ted.com/talks/peter_norvig_the_100_000_student_classroom/transcript?lan
guage=en (17 Sept. 2016). 

Orr, Dominic; Rimini, Michele; Van Damme, Dirk. 2015. Open Educational Resources. A Catalyst 
for Innovation. Paris: OECD Publishing. eBook. http://dx-doi-
org.uaccess.univie.ac.at/10.1787/9789264247543-en (17 April 2018). 

O'Bannon, Blanche, W.; Skolits, Gary J.; Lubke, Jennifer K. 2017. “The Influence of Digital 
Interactive Textbook Instruction on Student Learning Preferences, Outcomes, and 
Motivation”. Journal of Research on Technology in Education 49(3-4), 103-116. 
https://doi.org/10.1080/15391523.2017.1303798 (4 Jan. 2018). 

O’Neill, Shirley. 2015. “Teacher's professional learning needs: Working with multimedia and the 
cloud”. In Dubey-Jhaveri, A.; Wong, L. T. (Eds.). English Language Education in a Global 
World: Practices, Issues and Challenges. Hauppauge, N.Y.: Nova Science Publishers. 
http://web.a.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zExMDAzMDhfX0FO0?sid=c41c999d-af88-43ef-b86a-
62a7d9111ad0@sessionmgr4010&vid=0&format=EB&rid=1 (27 March 2018). 

Palmer, Iva-Marie. 2018. “6 Great Websites for Teen Writers”. http://www.readbrightly.com/6-
great-websites-teen-writers/ (10 April 2018). 

Perry, Edward H.; Pilati, Michelle L. 2011. “Online Learning”. New Directions for Teaching 
and Learning 128, 95-104. 
http://onlinelibrary.wiley.com.uaccess.univie.ac.at/doi/10.1002/tl.472/epdf (1 March 
2018). 

Pink, Daniel H. 2009. Drive. The surprising truth about what motivates us. New York: Riverhead 
Books. http://tejo.org/wp-content/uploads/2014/06/Drive-Dan-Pink.pdf (20 Feb 2018). 

Pinker, Stephen. 1995. The language instinct. New York: Harper Perennial.  
Reeves, Byron; Nass, Clifford. 1996. The media equation: How people treat computers, 

television, and new media like real people and places. Stanford, CA: Cambridge 
University Press. 

Rheingold, Howard. 2014. “Using technology to take learning into your own hands”. In Ray, 
Barbara; Sarah Jackson, Christine Cupaiuolo (Eds.). Spotlight on Digital Media & 
Learning Landscapes: Teaching and Learning in the Digital World: Possibilities and 
Challenges. MacArthur Foundation Digital Media and Learning Initiative. E-book. 

Roberts-Mahoney, Heather; Means, Alexander J.; Garrison, Mark J. 2016. “Netflixing human 
capital development: personalized learning technology and the corporatization of  

 K-12 education”. Journal of Education Policy 31(4), 405-420. 
https://www.tandfonline.com/doi/full/10.1080/02680939.2015.1132774 (28 Feb. 2018). 

Robinson, Ken. 1999. “All Our Futures: Creativity, Culture and Education“. Report to  
 the Secretary of State for Education and Employment. National Advisory Committee on 

Creative and Cultural Education. https://sirkenrobinson.com/pdf/allourfutures.pdf (17 
April 2018). 

Robinson, Ken. 2016. “How Schools Kill Creativity”. TED 2006. 
 https://www.ted.com/talks/ken_robinson_says_schools_kill_creativity/transcript (14 Jan. 

2018). 
Schwabe, Gerhard & Göth, Christoph. 2005. “Mobile learning with a mobile game: Design and 

motivational effects”. Journal of Computer Assisted Learning 21, 204–216. 
http://onlinelibrary.wiley.com.uaccess.univie.ac.at/doi/10.1111/j.1365-
2729.2005.00128.x/full (22 Feb. 2018). 

Shaharanee, Izwan; Nizal, Mohd; Jamil, Jastini Mohd; Rodzi, Sarah; Syamimi, Mohamad.2016. 
“Google classroom as a tool for active learning. Proceedings of The International 
Conference On Applied Science And Technology 2016”. AIP Conference Proceedings 
1761(1). 



	 92	

 https://doi-org.uaccess.univie.ac.at/10.1063/1.4960909 (22 Jan. 2018). 
Sharma, Pete. 2010. “Blended learning”. ELT Journal 64(4), 456–458. https://doi-

org.uaccess.univie.ac.at/10.1093/elt/ccq043 (27 Feb. 2018). 
Shute, Valerie J.; Wang, Lubin; Greiff, Samuel; Zhao, Weinan; Moore, Gregory. 2016. 

“Measuring problem solving skills via stealth assessment in an engaging video game”. 
 Computers in Human Behavior 63, 106-117. 

https://acelscdncom.uaccess.univie.ac.at/S0747563216303740/1-s2.0-
S0747563216303740-main.pdf?_tid=spdf-d7ea1060-a221-4ed4-b585-
42bc01b55d8b&acdnat=1519687548_13ebeb37fd7350505e63b768786236d8 (22 Feb. 
2018). 

Statista. 2017. “Mobile Internet usage”. https://www.statista.com/topics/779/mobile-internet/ 
(15 March 2018). 

Stiftung Lesen. 2011. “Das Potenzial von E-Readern in der Leseförderung”. 
https://www.stiftunglesen.de/ereaderstudie (10 Dec. 2017). 

Storm, P.M. 2011. “Khan Academy”. CHOICE: Current Reviews for Academic Libraries. 
 http://go.galegroup.com.uaccess.univie.ac.at/ps/paginate.do?tabID=T005&searchResul

tsType=SingleTab&topicId=&searchId=R2&searchType=BasicSearchForm&currentPositi
on=1&userGroupName=43wien&inPS=true&prodId=LitRC&audit=y (7 Feb 2018). 

Storybird for Educators. 2018. “Inspire your students to write better and read often”. 
https://storybird.com/educators/ (10 April 2018). 

Swann, Joanna. 2012. Learning, Teaching and Education Research in the 21st Century: An 
Evolutionary Analysis of the Role of Teachers. London: Continuum. eBook. 

TeachPitch. 2018. https://www.teachpitch.com (17 March 2018). 
TeachThought: “Teaching With YouTube: 197 Digital Channels For Learning”. 2018. 
 https://www.TeachThought.com/technology/teaching-YouTube-197-digital-channels-

learning/ (7 Feb. 2018). 
TED-ED. 2018. “About TED-ED. Lessons worth sharing”. 
 https://ed.ted.com/about (7 Feb. 2018).  
“The Future of Digital Education”. 2012. University of Denver, Colorado. 

https://www.YouTube.com/watch?v=wn8D0LAxsgY (17 April 2018). 
Thomas, Michael; Reinders, Hayo; Warschauer, Mark. 2012. Contemporary computer-

assisted language learning. London; New York: Bloomsbury Academic. 
http://web.a.ebscohost.com.uaccess.univie.ac.at/ehost/ebookviewer/ebook/bmxlYmtfX
zUwMzc3N19fQU41?sid=be4834aa-0e7f-45c2-b5b4-
031d92b4bb3f@sessionmgr4008&vid=0&format=EB&rid=1 (14 March 2018). 

Tour, Ekaterina. 2017. “Teachers’ self-initiated professional learning through Personal Learning 
Networks”. Technology, Pedagogy and Education 26(2), 179-192, 
http://www.tandfonline.com/doi/full/10.1080/1475939X.2016.1196236 (25 Feb. 2018). 

Tucker, Bill. 2012. “The flipped classroom”. Education Next, 12(1). 
http://search.proquest.com.uaccess.univie.ac.at/docview/1237826701?accountid=1468
2 (12 Sep. 2016). 

Udacity. “About”. https://www.udacity.com/us (17. Sept. 2016). 
Vygotsky, Lev. 1978. Mind in society: The development of higher psychological processes. 

Cambridge, Mass.: Harvard University Press. (Original work [ca. 1930-1934])  
Voki. 2018. “Speaking characters for education”. http://www.voki.com (20. April 2018). 
Valentine, Amy. 2017. Teaching with technology. Educators’ perspectives and 

recommendations for successful blended instructional strategies. Evergreen Education 
Group. eBook. http://www.blendedandonlinelearning.org/wp-
content/uploads/2017/09/FBOL-Teaching-with-Technology-September-2017.pdf (28 
March 2018). 



	 93	

Walsh, Taylor; Ithaka S + R. 2011. Unlocking the gates: how and why leading universities are 
opening up access to their courses. Princeton: Princeton University Press. 
http://web.b.ebscohost.com.uaccess.univie.ac.at/ehost/detail/detail?vid=0&sid=8a50ad
78-dd30-4533-9e62-
0b63930724f3%40sessionmgr101&bdata=JnNpdGU9ZWhvc3QtbGl2ZQ%3d%3d#AN=
356019&db=nlebk (24 March 2017). 

Wintermann, Ole. 2014. “Demografie und Bildung 2.0: Von der Kreidezeit in die Zukunft. Warum 
wir das Internet für ein zukunftsfähiges Bildungssystem brauchen”. In Jörg Tremmel 
(Ed.). Generationengerechte und nachhaltige Bildungspolitik. Wiesbaden: Springer 
Fachmedien Verlag. 

“You Can Learn Anything”. 2014. Khan Academy. 
https://www.youtube.com/watch?v=JC82Il2cjqA (20 June 2018). 

YouTube for #education: About. 
 https://www.YouTube.com/channel/UC3yA8nDwraeOfnYfBWun83g/about (29 Jan 

2017). 
Zephoria Digital Marketing: “Facebook Statistics”. Jan 2018. 
 https://zephoria.com/top-15-valuable-facebook-statistics/ (31 Jan. 2018) 
“21st Century Education”. 2012. YouTube. https://www.YouTube.com/watch?v=nA1Aqp0sPQo 

(17 April 2018). 
 
 
 
  



	 94	

11 Appendix		
 

Websites	
	
Babbel    https://www.babbel.com 
Coursera   https://www.coursera.org 
Duolingo    https://www.duolingo.com  
Edmodo   https://www.edmodo.com 
Edutags    https://www.edutags.de 
Edutopia   https://www.edutopia.org 
Facebook   https://www.facebook.com 
Forschungsatlas  http://www.forschungsatlas.at 
Google Classroom  https://classroom.google.com 
Hellolingo   https://www.hellolingo.com 
IELTS     https://www.ielts.org  
iTalki    https://www.italki.com 
Kahoot    https://kahoot.it 
Khan Academy   https://www.khanacademy.org 
Moodle   https://moodle.org  
National Geographic   https://www.nationalgeographic.com 
OER Commons   https://www.oercommons.org  
RSA Animate   https://www.thersa.org 
Storybird   https://storybird.com 
TeachPitch    https://teachpitch.com 
TED    https://www.ted.com 
TED-ED    https://ed.ted.com 
Teen Ink    http://www.teenink.com 
TOEFL    https://www.ets.org/toefl 
Udacity   https://de.udacity.com 
Voki    https://www.voki.com 

Wattpatt    https://www.wattpad.com 
YouTube   https://www.youtube.com 
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List	of	abbreviations	
 
ALLP   Athena Language Learning Project 
BYOD   Bring Your Own Device 
CALI  Computer-Assisted Language Instruction 
CALL   Computer Assisted Language Learning  
CC  Creative Commons 
DML   Digital Media and Learning  
EFL  English as a Foreign Language 
GBL   Game-Based Learning  

GUI   Graphical User Interface 
L2  Second Language 
LAD   Language Acquisition Device  
MIT   Massachusetts Institute of Technology  
MOOCs  Massive Open Online Courses  
OCW   OpenCourseWare  
OER   Open Educational Resources  
PCs  Personal Computers 
PDF  Portable Document Format 
SLA  Second Language Acquisition 
UCLA  University of California Los Angeles 
VLE   Virtual Learning Environments 
WYSIWYG  What You See Is What You Get  
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Excerpts	of	teaching	project	Prezi	with	quiz	
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Iambic pentameter in Shakespeare’s Sonnet 18 and Wu Tang Clan’s Triumph 
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“Hip	Hop	or	Shakespeare”	quiz	
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Abstract	
 
 Since the advent of the digital revolution our social, societal and economic life has 
changed profoundly. We now live, work, learn, and play in a rapidly changing communication 
landscape of which the most revolutionizing changes are yet to come. Nevertheless, the 
implications on education and language learning, besides countries as South Korea, Australia 
and the United States, have been minor and focusing on the Austrian classroom it can be seen 
that teaching in the 21st century is not significantly different from the past hundred years. The 
question is, how do the inventions of the digital age affect the ways we learn and teach 
languages and why should they bring change to the language classroom? 
 This thesis aims to give an overview of technology-enhanced teaching methodology 
and applications for the English language classroom and further investigates in how far the 
Austrian EFL classroom is fit for the needs of the 21st century. The first part will provide the 
theoretical framework for said discussion by providing a short history of Computer Assisted 
Language Learning (CALL) with a focus on EFL teaching and an overview of existing classroom 
technology from websites to social media platforms to blogs and wikis and many more. The 
second part of the thesis will describe my research project which is being held in an Austrian 

EFL classroom near Vienna and is seeking to portrait how technology-enhanced language 
learning can increase students’ motivation towards language learning in a concrete example of 
creative writing. Besides describing research design and methodology, outcomes and 
implications for future EFL teaching in the Austrian classroom will be provided. 
 Although this is by far not a new topic to EFL methodology, which has seen numerous 
publications on digital teaching trends in the past decade, this thesis should give practical 
insight into modern EFL teaching for the Austrian classroom. 
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Zusammenfassung	
 
 Mit den allerwenigsten Ausnahmen sind die größten Nationalstaaten dieser Erde derzeit 
im Begriff, ihr über viele Jahrzehnte wenig verändertes Schulsystem an die Erfordernisse des 
21. Jahrhunderts anzupassen. Die digitale Revolution und ihre Auswirkungen auf das soziale 
und wirtschaftliche Leben aller Menschen brachte beträchtliche Veränderungen auf allen 
Ebenen mit sich. Vor allem die Auswirkungen auf den Kommunikationsbereich sind aber noch 
weit vor ihrem Zenit. Trotz dieser maßgeblichen Veränderungen hat die digitale Revolution 
bisher aber nur wenig bis keine Adaptionen im Bildungsbereich mit sich gebracht, mit wenigen 
Ausnahmen wie Südkorea, Australien oder der USA, vor allem, wenn man die österreichischen 
Klassenzimmer unter die Lupe nimmt. 
 Die vorliegende Arbeit beschäftigt sich daher mit den Herausforderungen der digitalen 
Revolution und wie die daraus resultierenden Möglichkeiten und Potenziale des digitalen 
Lernens im Sinne eines schülerzentrierten, individualisierten Unterrichts nutzbar gemacht 
werden können. Lernprogramme, digitale Lernplattformen und OER (Open Educational 
Resources) werden dabei ebenso beleuchtet wie die Nützlichkeit einer neuen Methodik, die 
digitales Unterrichten ermöglicht und gleichzeitig fördert.  
 Der Schwerpunkt dieser Beleuchtung und ihrer zugrunde liegenden Literaturrecherche 
bildet die Auswirkung des digitalen Unterrichtens auf den Englischunterricht im 
österreichischen Klassenverband. Für den zweiten Teil dieser Arbeit wurde außerdem ein 
Unterrichtsprojekt durchgeführt, mit dem Ziel, Englischunterricht unterstützt mit technischen 
Hilfsmitteln darzustellen und dessen Implementierung unter einem wissenschaftlichen 
Standpunkt zu evaluieren. 
 
 
 


