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Summary of the report

What is the research about?

While Computer-Assisted Language Learning (CALL) has become more widespread
over the last two decades in China (Lim & Aryadoust, 2022; Zou, 2013), many school
teachers of English are not sufficiently equipped to utilise or evaluate CALL
technologies effectively (Son & Windeatt, 2017). CALL teacher training using
Massive Open Online Courses (MOOCS) can play a potentially significant role by
offering the benefits of digital learning and overcoming the limitations of time, place,
and cost (Lim & Aryadoust, 2022; Sallam et al., 2022). In China, CALL teacher
training MOOCSs have the potential to provide training to many geographically
dispersed teachers at a low cost in a way that is time efficient. Challenges exist,
however, regarding several contextual factors that influence the design of a
sustainable CALL teacher training MOOC, including teachers’ technical skills, gender
and location, as well as the perceived usefulness of the technologies involved.

How and why was the project created?

This report presents the findings from the ELAINE project (Exploring Teaching
Methodologies for ICT in K-12 ELT Classrooms in China), funded by the British
Council under the umbrella of the EMaDA awards (English Materials Development
Awards). EMaDA aims to promote academic research institutions from China and
the UK to collaborate to create innovative and open Sino British education
partnerships based on the professional development needs of domestic teachers.
The project explored the factors that are important for designing a sustainable CALL
teacher training MOOC to support the teaching of English speaking and writing skills
and aimed to identify the specific needs and challenges faced by female teachers
undertaking CALL teacher training MOOC:Ss in rural areas in China.

How was the project data collected?

The project employed a mixed methods approach, following a convergent parallel
mixed methods research design to collect quantitative data through questionnaires
and qualitative data through semi-structured interviews. 303 teachers participated in
the initial questionnaire and twenty participated in semi-structured interviews. Data
were collected about participants’ background, CALL literacy skills and their
requirements for the design of online teacher professional development. In the
second phase, 53 teachers completed a final exit questionnaire to evaluate the
MOOC which had been designed.

What did the project find?

Findings revealed that 75% of participating teachers had not previously taken part in
online teacher training using MOOCs despite easy access to technology and
sufficient MOOC readiness. Interview data indicated that they needed training to
implement CALL technologies effectively. Female rural teachers required technical
assistance, peer support, and flexibility to enrol in MOOC teacher training courses.
Findings were organised under three themes: teachers’ experiences with CALL
technologies; important factors for designing a sustainable CALL teacher training
MOOC; and rural female teachers’ needs and challenges to complete CALL teacher
training MOOC:s.



Teachers’ experiences with CALL technologies

Teachers had very good overall access to technological resources from home.
For example, 98% had computer access, 99% had internet access, and 97%
had smartphone availability.

Teachers showed that although they possessed skills to apply basic CALL
technologies, e.g., 88% of teachers were skilled in Microsoft Word and 79%
were skilled in Microsoft PowerPoint, they had limited skills to use advanced
CALL technologies. For example, 63% of teachers could not use programming
languages, 59% could not use virtual reality, and 24% could not use artificial
intelligence.

Teachers had positive experiences using CALL. 81% of teachers agreed that
using CALL to teach speaking was motivational. CALL was primarily used to
enhance pedagogical approaches, including participatory, collaborative,
scaffolding, and flipped classroom practices. Furthermore, it was used for
student learning activities and collecting educational materials. However, 49%
of teachers agreed they lacked training to use CALL effectively. Moreover,
students’ inadequate technological proficiency posed an obstacle to the
practical application of CALL.

Important factors for designing a sustainable CALL teacher training MOOC

Teachers had a higher level of MOOC readiness. For example, 53% of
teachers agreed that they could learn from various instructional formats and
take notes from online course materials. 53% agreed that they could answer
online questions, and 60% agreed that they could follow online instructions.
Regarding the instructional resources of the CALL teacher training MOOC,
82% of teachers agreed that video content was essential for learning. 77% of
teachers agreed that MOOC content should encourage them to manage time
for self-learning. Regarding instructional approaches, interaction with tutors
and other students was essential to 80% and 78% of teachers respectively.
84% of teachers agreed that flexible learning activities were important.
Regarding assessment, 77% agreed that activities should be self-assessed,
and post-course feedback was deemed essential by 84% of teachers.
Moreover, obtaining a certificate upon course completion was significant for
76% of teachers.

Rural female teachers’ needs and challenges for CALL teacher training
MOOCs

Most of the participants in the semi-structured interviews were female
teachers (90%). Regarding MOOC readiness, 75% of those interviewed said
that rural female teachers had sufficient resources. However, 45% noted that
despite resources, they lacked adequate technological skills for enrolling in
CALL teacher training MOOCs.

The majority of interviewed teachers (70%) indicated that owing to

academic responsibilities and domestic obligations, CALL teacher training
MOOCs need to provide flexible scheduling to enable completion, and the
course schedule, whether in-person or online, should not interrupt their
professional and personal lives. In addition, according to 45% of interviewees,
MOOC courses should include provisions to support teachers’ career
progression. 25% mentioned that rural female teachers required technology



support from the local educational authority, along with recognition and
financial incentives for course completion. They suggested that recognition
would enhance their performance, while financial incentives would promote
their academic pursuits.

Regarding challenges, rural female teachers mentioned the lack of resources,
time and skills. Their colleagues showed a lack of appreciation for MOOCs
because they believed participation in MOOCs would not positively impact
their careers. Additionally, they struggled to promptly address technical
challenges, which hindered their advancement and diminished

their motivation for participating in this type of online course. Moreover, due to
the substantial workload of their schools, teachers highlighted that
administrators sometimes obstructed them from enrolling in online training
courses.

Evaluation of the MOOC training course

83.1% agreed that the topics of each course module were closely related to
their teaching practice. 86.8% agreed that Al tools introduced in the course
(e.g., Apple Dictation, Grammarly) were very practical, 86.7% agreed that the
course videos were easy to understand, and 84.9% agreed that the connections
between different modules were clear.

Regarding MOOC platform evaluation, 84.9% agreed that the MOOC platform
was user-friendly and 92.4% agreed that the instructional videos were easy to
understand. 81.1% of teachers agreed that course resources, such as external
software links, were easily accessible.

86.8% of teachers were very satisfied or satisfied with the overall design of
the MOOC. 88.7% ranked the Al teaching case studies as the most valuable
part followed by examples of Al tools (81.13%).

Recommendations

The needs and challenges faced by rural female teachers should guide the
principles shaping the design and delivery of MOOC courses prior to
launching.

MOOCs should ensure that teachers receive appropriate reward and
recognition when they complete CPD courses of this type.

Teachers suggested including more examples of students’ actual use of CALL
technology in MOOCSs; adding Chinese operation guides to lower tool barriers;
and providing more opportunities for interactive communication, e.g., live
guestion, answer and discussions sessions.
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Part 1

Introduction

1.1 Rationale

While Computer-Assisted Language Learning (CALL) has become more widespread
over the last two decades in China (Lim & Aryadoust, 2022; Zou, 2013), many school
teachers of English are not sufficiently equipped to utilise CALL effectively or to
recognise and effectively evaluate CALL technologies (Son & Windeatt, 2017). CALL
teacher training using Massive Open Online Courses (MOOCSs) can play a potentially
significant role by offering the benefits of digital learning and overcoming the
limitations of time, place and cost (Lim & Aryadoust, 2022; Sallam et al., 2022). In
China, CALL teacher training MOOCs have the potential to provide training to many
geographically dispersed teachers at a low cost in a way that is time efficient.
Challenges exist, however, regarding several contextual factors that influence the
design of a sustainable CALL teacher training MOOC, including technical skills,
location, gender, perceived usefulness and self-regulation.

This report presents the findings from the ELAINE project (Exploring Teaching
Methodologies for ICT in K-12 ELT Classrooms in China), funded by the British
Council under the umbrella of the EMaDA awards (English Materials Development
Awards). EMaDA aims to promote academic research between institutions from
China and the UK, to advance collaboration, and to encourage innovative and open
Sino-British education partnerships based on the professional development needs of
domestic teachers. The ELAINE project explored the factors that are important for

designing a sustainable CALL teacher training MOOC to support the teaching of
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English speaking and writing skills and aimed to identify the specific needs and
challenges faced by female teachers undertaking CALL teacher training MOOCSs in
rural areas in China.
1.2 Background
Several research studies, such as those by Lim and Aryadoust (2022), Chen and
Brown (2012), Zou (2013) and Yen et al. (2015), have explored how Computer-
Assisted Language Learning (CALL) can be used to teach spoken and written
English, and found that teachers’ CALL knowledge and skills play a vital role in their
ability to effectively utilise digital applications. Moreover, Son and Windeatt (2017)
identified how many English teachers are not sufficiently equipped to recognise and
assess the potential of CALL technologies. These findings can be attributed to a
multitude of causes, prompting the need for further investigation of how to enhance
the training of teachers to augment their proficiency and expertise in CALL. In
particular, the question of which teacher training approaches are necessary to
adequately prepare teachers for using CALL in terms of speaking and writing
remains crucial.

Bauer-Ramazani (2017) examined the transition from face-to-face to online
CALL teacher training courses, highlighting the importance of instructional
design features which grew in importance to maintain the course's appeal. Currently,
CALL teacher training courses use several approaches (Lim & Aryadoust, 2022),
including Massive Open Online Courses (MOOCSs), which play an increasingly
significant role in this area (Sallam et al., 2022), and offer the benefits of digital
learning to overcome perceived limitations of time, place and cost (Temte, 2019).

Several factors influence the design of CALL teacher training MOOCSs. For

example, after examining the responses of 827 participants, Ma and Lee (2019)
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explored how technical skills, perceived usefulness and self-regulation were the
main influencing factors for designing MOOCs. Recently, Ma et al. (2023) explored
how the design of teacher training MOOC:s is significantly influenced by the teacher
trainees’ self-efficacy, peer support and the content of the curriculum. These
influencing factors are contextual, and they vary from one nation to another. For
example, studies from Norway (Temte, 2019) and multiple countries including
Australia, Canada, the United Kingdom, China, Iran and South Africa (Doo, 2020;
Mellati & Khademi, 2020) revealed that one of the most important factors in low and
middle-income countries (LMIC) is learners' readiness in terms of technical
resources and skills. In high-income countries (HIC) countries, however, this factor is
less important because the majority of learners already have these resources and
skills. Furthermore, gender is also a significant factor that influences the design of
MOOCs. For example, a study by Ma and Lee (2019) found that females had a
greater tendency to participate in MOOCs. However, societal influences such as
cultural customs, social conventions, and limited information on MOOCs contributed
to a decreased likelihood of female participation.

1.3 Research questions

As this overview makes clear, at present, country and context-oriented
comprehensive research is essential for designing sustainable CALL teacher training
MOOC:s. In response to this, this study aimed to explore the factors that are
important for the design of sustainable CALL teacher training MOOCSs in China and
to examine the specific needs and challenges faced by female school teachers of
English living in rural areas undertaking CALL teacher training MOOCs. To this end,

this study was guided by two main research questions:
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RQ1: What factors are important for the design of a sustainable CALL teacher
training MOOC to support the teaching of speaking and writing?
RQ2: What are the specific needs and challenges of female teachers
undertaking CALL teacher training MOOC:s in rural areas?
In what follows, this report provides a review of relevant research literature (Part I1),
outlines the methodology of the study (Part Ill), and discusses its findings and

implications (Part IV).
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Part 2

Literature review

2.1 Technology-integrated teacher training in China

Teacher training in China mainly consists of pre-service education and in-service
training. Pre-service education is largely conducted by universities, colleges, and
secondary teacher training schools. Conversely, educational institutions and teacher
training institutes such as educational colleges at the province and district level,
teacher training centres of universities at the country level, and teacher training at
the Open University of China, offer in-service training specifically designed for
teachers employed in secondary and elementary schools, including kindergartens
(Qiao & Lai, 2019; Ye et al., 2019). According to Ye et al. (2019), while the majority
of the training follows the conventional practice of having teachers present on-site,
the instructional design and procedures of this training programme are typically
modified to align with the government's educational reform plans. One of the
objectives of educational reform initiatives, as Ye et al. (2019) further point out, is to
integrate digital technologies into teacher training to equip teachers with the
necessary skills and knowledge to successfully utilise them in the teaching and
learning process.

A study by Yan (2009) showed that in 2004, the Ministry of Education (MOE) in
China introduced the Educational Technology Standards for Primary and Secondary
Teachers. This document represents an authoritative directive outlining the
prescribed standards for the professional development of teachers in China. As per
this guideline, almost ten million K-12 teachers must meet the standard criteria within

five years. As it was deemed impractical to merely rely on in-person training to
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execute this massive training project, a blended teacher training strategy was
developed. The Distance Education College (DEC) of the East China Normal
University provided a platform and offered support for the e-training programme that
was developed. The e-training programme prototype was implemented and involved
over 300 in-service teachers from various provinces, employing meticulously
developed online modules. In 2007, the 17" National Congress of the Chinese
Communist Party recommended the development of online education and continuing
education as a means to establish a learning society where individuals engaged in
lifelong learning. In response to this, the Ministry of Education (MOE) initiated a pilot
online teacher training programme. Nevertheless, Yan (2009) mentioned that the
majority of training programmes during the initial years were lacking in terms of their
effectiveness in providing high-quality training. As expertise was gained, certain e-
training programmes started to achieve success. Among them, three e-training
projects were identified: national training for 10,200 class teachers, state-level 200
senior class teacher training, and the 10,000 class teachers’ e-Training Project. Yan
(2009) added that the standard quality of the content, online effective interactions,
and a formative assessment system were the noteworthy aspects of this e-training
approach. On the other hand, insufficient online content, the low capacity of the
platform, and lack of professional trainers were identified as limitations.

2.2 MOOC teacher training and CPD in China

After conducting a systematic literature review on MOOCs from 2012 to 2019,
Hidalgo and Abril (2020) explored how the technology has become a vital element of
contemporary education, and how it is playing a pivotal role in enhancing the
accessibility and convenience of online learning. MOOCSs are generally short online-

based courses lasting from 42 to 70 days, designed to accommodate a substantial
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number of learners (Aziz, 2018; Bakogianni et al., 2020; Cimsir, 2019; Padilla et al.,
2020). However, Chiam (2016) stated that these courses are not formal educational
programmes that result in a degree, but rather they are short-term online courses
focusing on a particular topic. While these programmes do not provide degrees, the
instructional design is carried out by topic specialists and the faculty members of the
different schools act as course instructors (Sari et al., 2020). In summary, studies by
Abril (2020), Billsberry and Alony (2023) and Sari et al. (2020) found that while open
access, low cost, and high enrolment rates were positive factors, on the other hand,
poor completion rates, and online-based instructional design were the common
characteristics of MOOC:s.

Based on these common characteristics, MOOCs have emerged as a way of
restructuring short educational courses, including those focused on professional
training (Aziz, 2018; Cimsir, 2019). Irwanto et al. (2023) and Zhang (2019) revealed
that MOOCs provide high-quality courses from well-known institutions, covering a
wide range of disciplines like science, business, and humanities, but teacher training
institutions also have the opportunity to benefit from the advantages they offer.
Inchiparamban and Pingle (2017) found that teacher training via traditional face-to-
face methods is inadequate for meeting the self-paced and lifelong learning needs of
teacher trainees. Additionally, studies by Bakogianni et al. (2020) and Misra (2018)
argued that they are now an excellent option for teachers to acquire new knowledge
and skills at their own pace and location. Furthermore, by utilising MOOCs, teachers
have the potential to enhance their professional competencies on a regular basis
without disrupting their daily responsibilities. While Misra (2018) contended that
institutions and universities such as Coursera, Open-learning, and several

universities have introduced multiple courses on teacher training, recognising the
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benefits of MOOCs as an innovative and cost-effective means of ensuring
sustainable professional development for teachers. Consequently, several countries
worldwide have already implemented a multitude of teacher training MOOCs aimed
at enhancing the professional growth of teachers, including China (Ji & Cao, 2016),
Greece (Bakogianni et al., 2020), Turkey (Arnavut & Bicen, 2018), India (Singh &
Chauhan, 2017), Pakistan (Khalil & Sultana, 2017), and Bangladesh (“Muktopaath”,
n.d.).

Wei and Fan (2018) conducted a study in China to investigate the specific use
of MOOC:s for teacher training. They found that through Guokr, a Chinese company
that offers MOOCs specialising in teacher training, many teachers in China have
actively participated in and successfully completed the courses. Moreover, Wei and
Fan (2018) also found that Chinese teachers possess the capability to successfully
undertake teacher training MOOCs. Furthermore, according to the feedback given by
Chinese teachers, it is clear that most of the courses have been well-
received and regarded as highly beneficial and worthwhile. For example, teacher
training MOOCs, such as "Surviving Your Rookie Year of Teaching: 3 Key Ideas &
High Leverage Techniques,” "History and Future of (Mostly) Higher Education," and
"Task-Based Language Teaching with Digital Tools," have received high praise and
endorsement from teachers. Nevertheless, the percentage of Chinese teachers who
participate in MOOC:s is still low, despite the significantly larger number of courses
available. Thus, Wei and Fan (2018) concluded that the implementation of teacher
training MOOCs in China remains in its early stages.

One of the largest studies to date by Wang et al. (2018), explored how the
training of Chinese teachers at Peking University has delivered 20 teacher training

MOOC:s to over one million teachers in China. This effort exemplifies how a large
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nation with urban and rural divides can utilise MOOCs in teacher training for
inclusive and equitable teacher professional development.
2.3 Prospects for teacher training MOOCs in China
In the context of teacher training in China, studies by Ma et al. (2023), Ji and Cao
(2016), Wang et al. (2018), and Wei and Fan (2018) further explored the prospects
of teacher training MOOCSs, pointing out that based on the 7 million teachers
employed at the secondary level, a significant number of teachers require training
every year. A study by Kennedy and Laurillard (2019) found that MOOCs can
effectively meet the demand for large-scale teacher training since they are suitable
for accommodating such large numbers of participants at scale (Ji & Cao, 2016).
China is geographically a large and diversified country covering around 9.6
million square kilometres with teachers working in multiple locations (Zhang & Bray,
2021). Hence, Wang et al. (2018) argued that the implementation of traditional in-
person face-to-face teacher training presents several challenges linked to potential
inequality, high implementation costs, and limited geographical coverage. MOOCs
have advantages in this regard because studies by Ji and Cao (2016) and Kennedy
and Laurillard (2019) found that MOOC teacher training offers the benefit of
convenience, allowing teachers to study without being constrained by the limits of
geography and time. As a result, it is suitable for in-service teachers, female
teachers, as well as teachers working in rural areas of China (Ma et al., 2023).
MOOCs can be provided at a minimal cost and therefore the cost of teacher training
can be significantly reduced if teachers have the opportunity to learn inside their
existing districts and even from the comfort of their own homes. Additionally, the use

of MOOC:s in China can significantly reduce time consumption as teachers can
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benefit greatly from having a high degree of flexibility in their teaching schedules
(Wei & Fan, 2018).

China has a massive and diverse education system. According to a report by
the Ministry of Education of China (2023), there are over 500,000 educational
institutes and nearly 293 million students, in addition to over 18.8 million teachers in
the country. Therefore, China needs a massive and diversified teacher training
system to facilitate self-regulated learning. MOOCs can provide this, as Wei and Fan
(2018) argue, as teachers can enjoy increased autonomy by selecting MOOC
teacher training courses that align with their preferences and requirements. They can
also choose from a wide range of educational materials and participate in activities
that contribute to their growth as professionals. Consequently, teachers can
acquire the latest knowledge and gain inspiration from the instructional strategies
employed by educators worldwide. Teachers can utilise this updated knowledge and
skills to enhance their pedagogical skills (Ma et al., 2023).

Studies by Carless (2012) and Thanh Pham and Renshaw (2015) explored how
the learning environment in East and Southeast Asia, including China, is
characterised by a lack of peer learning opportunities and an overemphasis on rote
learning, resulting in a passive approach to education and an overdependence on
instruction from teachers. According to Rao and Chan (2009), however, these
learners were able to adjust to collaborative learning after being introduced to
constructivist pedagogies e.g., learner-centred peer learning methods. In this
respect, Elizondo-Garcia and Gallardo (2020) found that MOOCs can facilitate
learner interaction during the learning process and enhance peer learning
opportunities. Wei and Fan (2018) also found that Chinese teachers can gain

substantial benefits from engaging in peer interaction through teacher training
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MOOCs, as they promote opportunities for interactions that can enhance their sense
of affiliation with experts outside their educational institutions, thereby fostering
collaborative learning among peers. Manning et al. (2014) found that peer-reviewed
assignment feedback was both stimulating and motivating in terms of engagement.
Teachers might gain novel ideas through peer interaction, which also entails the
opportunity to collaborate and cooperate with colleagues from different institutions.
Koukis and Jimoyiannis (2019) found that MOOCs provide teachers with a forum to
engage in discussions and exchange their experiences and achievements related to
professional development with others in the same field.
2.4 Challenges of teacher training MOOCs in China
While as we have seen there are several compelling arguments for considering
MOOC:s as a viable option for teacher training in China, there are still challenges.
Wei and Fan (2018) found several challenges in implementing MOOCs for teacher
training in China, including limited technological infrastructure, such as insufficient
access to computers and the internet, presented a major limitation for teachers,
especially in rural areas. They found that 30% of preschool instructors in Tianjin
Municipality, for example, lacked access to essential online educational resources.
35.3% of high school and primary school instructors in Jiangxi Province lacked
access to computers (Wei & Fan, 2018). However, according to a recent report by
the Ministry of Education (2023), 99.5% of schools in China have multimedia
classrooms and nearly 100% of primary and middle schools across the country have
full internet connection.

On the other hand, despite significant advancements in technological
infrastructure, Li et al. (2016) explored how many Chinese teachers fail to recognise

the advantages of technology-integrated instructional practices due to their lack of
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proficiency in utilising technology within the classroom. Moreover, Tang (2019) and
Yao (2019) identified how teachers lacked the knowledge and skills to effectively
design and implement technology-based assignments to promote collaborative
learning in the classroom. Hence, the proficiency level of Chinese teachers in terms
of digital literacy and their ability to effectively use technology in their teaching
methods provided a significant issue for MOOCSs teacher training.

Additionally, Zhao (2024) conducted a study in Hebei Province, China, and
found that there was significant variation in digital skills between secondary school
teachers in urban and rural locations, with urban teachers often demonstrating
superior digital competency. Hence, the divide in digital proficiency between rural
and urban secondary school teachers in China was a significant challenge for
MOOC teacher training. Wei and Fan (2018) argued that certain teachers lack
interest in online learning and have limited awareness of autonomous learning,
which is a significant requirement for online learning. Hence, teachers may struggle
to maintain their motivation to learn through MOOCs. The medium of instruction of
most MOOC:s is English, and this can also create challenges for Chinese teachers in
terms of sufficient language skills.

2.5 Factors influencing the design of teacher training MOOCs in China
Padilla et al. (2020) argued that the effectiveness of any MOOC depends on
completing the course, and this is greatly influenced by its design. According to Ji
and Cao (2016), MOOC design is influenced by various aspects, such as age,
gender, geography, the availability of online learning facilities and proficiency in
online learning. Therefore, Arnavut and Bicen (2018) and Bakogianni et al. (2020)
argued that it is necessary to investigate the aspects that have an impact before

developing MOOC:s for teacher training contexts.
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Inchiparamban and Pingle (2017) mentioned that the learning environment of
teacher trainees is different from other learners because of their profession.
Regarding this, Hung (2016) claimed that the factors influencing the design of
MOOC:s for other target groups may not necessarily have the same impact on
MOOCs designed for teacher training. For instance, the presence of continuous
professional development opportunities significantly influences the design of teacher
training MOOCs. Hence, a highly targeted approach is required to discern the
aspects that influence their design.

Research on MOOCs such as by Bakogianni et al. (2020), Fakinlede et al.
(2014), and Gameel and Wilkins (2019) has found that MOOC design is primarily
influenced by technological elements, such as computer, internet skills and online
learning skills, due to its web-based nature. On the other hand, studies by Gameel
and Wilkins (2019) and James and Christian (2016) mentioned psychological factors
such as self-motivation, self-directedness, and self-efficiency, as influencing factors
for MOOCs design. Additionally, according to Gameel and Wilkins (2019),
demographic factors such as age, gender and location should be considered.

2.5.1 Demographic factors

Joosten and Cusatis (2020) and Naresh et al. (2016) recognised demographic
factors as important in influencing the design of MOOCSs due to their strong
correlation with online learning preparedness. For instance, Cobanoglu and
Cobanoglu (2021) identified 18 demographic factors in their investigation of the
preparedness of Turkish students for online learning. Chung et al. (2020) revealed
that female learners are more prepared for online learning than their male
counterparts in the Malaysian context. Moreover, Firat and Bozkurt (2020) suggested

that online courses should be tailored to the demographic characteristics of the
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learners in the context of open and distance learning, as these factors have a
substantial impact on the learners' preparedness. Wei and Fan (2018) conducted a
study in China that examined the potential of MOOCs by taking demographic factors
into account. The findings suggested that a substantial number of teachers in China,
particularly those residing in rural regions, are still unable to access MOOCs. Zhao
(2024) also investigated several demographic factors, including age and location,
that significantly impact the digital competency of teachers. They revealed that there
was a substantial disparity in the digital skills of secondary school teachers in urban
and rural areas.

2.5.2 Access to technological resources

Fakinlede et al. (2014) and Subramaniam et al. (2019) identified access to
technology resources as an independent factor and observed the correlation with
online learning, specifically in terms of enrolment in MOOC:s. In a study, Firat and
Bozkurt (2020) found a significant correlation between individuals' use of
smartphones and their engagement in online learning. In China, prior research
conducted by Wei and Fan (2018) also revealed that 30% of preschool teachers in
Tianjin Municipality do not have the necessary access to crucial online educational
resources. According to a survey conducted in 2012, 35.3% of teachers in Jiangxi
Province, including both high school and primary school teachers, did not have
sufficient access to computers (Wei & Fan, 2018). However, according to a recent
report by the Ministry of Education (2023), almost all schools in China (99.5%) are
equipped with multimedia classrooms, and nearly all primary and middle schools in

the country have access to the internet.
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2.5.3 Digital literacy

According to the European Commission, digital literacy refers to the ability to
effectively use technology and the internet for creative, innovative, and
entrepreneurial objectives, as well as to acquire the necessary skills and information
to succeed in the 21st century (Martin & Grudziecki, 2006). After the advancement of
digital platforms, Mohammadyari and Singh (2015) argued that digital literacy is the
ability to find, arrange, understand, assess, and analyse information using digital
technology, as well as the use of digital technologies to communicate information.
Thus, the digital literacy of the teachers is an important factor in the development of
MOOC:s for teacher training. According to Dou and Zhao (2023), the Chinese
Ministry of Education has continuously placed a high priority on fostering digital
literacy among teachers e.g., several regulations were implemented to enhance the
digital skills of teachers, such as the Education Informatization Action Plan (2.0) and
the Standards of Digital Campus in Higher Educational Faculty. In addition, in 2022,
the Ministry of Education launched the National Strategy for Educational Digitization
intending to achieve a thorough digital transformation in the field of education. The
Ministry of Education released the Teacher Digital Literacy Educational Industry
Standard (TDLF-China) in 2022. This standard provides clear guidelines and
performance measures for improving teachers' digital abilities and promoting digital
transformation. Thus, the development of sustainable MOOC:Ss for teacher training in
China is influenced by the digital literacy of the teachers, including computer skills,
online learning skills and online learning motivation.

2.6 Research gaps

In China, there are several studies related to technology-integrated teacher training

e.g., Yan (2009) explored the prospect of the e-training Community model, Li (2009)
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explored the importance of e-learning at pre-service teacher training, and Ye et al.
(2019) suggested to reform teacher training, moving from a conventional to a more
technology-integrated training system. In addition, there have been several studies
related to MOOC teacher training and the digital literacy of Chinese teachers (Dou &
Zhao, 2023; Ji & Cao, 2016; Ma et al., 2023; Wang et al., 2018; Wei & Fan, 2018).
However, there are a small number of studies related to CALL teacher training
MOOC:s, e.g., Orsini-Jones et al. (2018) explored the impact of the Blending MOOCs
for English Language Teacher Training (B-MELTT) project to improve the English
language teaching. Moreover, there have been very few studies related to the
development of sustainable CALL teacher training MOOCSs to support the teaching of
speaking and writing in China. Moreover, even fewer studies have explored the
challenges faced by rural female teachers taking teacher training MOOCSs in China.
2.7 Theoretical framework

Mishra and Koehler (2006) argued that the teaching process is conducted in a
dynamic environment requiring a complex set of cognitive abilities and

knowledge. They developed a framework named Technological Pedagogical Content
Knowledge (TPACK) that explained how a teacher’s technological, pedagogical, and
content knowledge interact and overlap in any given learning environment (see
Figure 2.1). A teacher needs to have these three domains of knowledge to integrate
technology into instructional approaches effectively. Koh et al. (2014) explored how
the three knowledge domains of the TPACK framework are influenced by teacher
training, educational institutions’ policies, learning contexts, and teachers’ attitudes

toward technological and content knowledge.
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Figure 2.1: TPACK framework (Bostancioglu & Handley, 2018, p. 575)
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Bostancioglu and Handley (2018), Gongalves and Osoério (2018), and Mishra and
Koehler (2006) argued that the TPACK framework is an extensive model that
facilitates the examination of the factors affecting a learning environment, including
that of MOOCs. This framework supports the development of a MOOC by thoroughly
evaluating the essential variables connected to optimal technology integration
(Goncalves & Osorio, 2018). As this study was related to identifying important factors
for designing a sustainable CALL teacher training MOOC and the specific needs and
challenges faced by rural female teachers in China, the study utilised the TPACK

framework as its theoretical framework.

27



Part 3

Methodology

3.1 The study context

The UK-China English Materials Development Award (EMaDA) promotes UK-
China collaborative research on ELT and English teachers’ Continuous Professional
Development (CPD) in China. The award seeks to promote sustained and
meaningful impact within the context of China's Official Development Assistance
(ODA). In the context of teacher training in China, Trading Economics (2022)
reported that in 2022, China had 7.06 million secondary teachers. Hence, every
year, many teachers need training. Kennedy and Laurillard (2019) found that
MOOCs can meet the demand for large-scale teacher training by accommodating
many teacher trainees. Ji and Cao (2016) examined MOOC-based teacher training
and mentioned that this strategy is crucial for China, due to the millions of new
teachers which need annual training.

To develop a sustainable CALL teacher training MOOC in China, this project
explored the important influencing factors with respect to rural female teachers'
specific needs and challenges. The project was executed through a collaborative
partnership between South China Normal University (SCNU) in China and Liverpool
John Moores University (LJMU) in the UK. Data were collected from English
language teachers working at primary and secondary schools in China.

3.2 Ethical considerations
In line with British Educational Research Association (BERA) research ethics

principles, the University Research Ethics Committee (UREC) at Liverpool John
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Moores University approved the project's ethical application. Local ethical
procedures were also followed in China. Participation in this project was entirely
voluntary. The teachers who participated in the study received an information sheet
with comprehensive details about the project, and a formal voluntary written consent
was secured before the collection of any responses.
3.3 Research design
This study utilised a mixed-methods approach, notably employing a convergent
parallel design (Creswell, 2012), which was designed to prioritise quantitative and
gualitative data equally, collect both concurrently, and facilitate the comparison of
outcomes from both analyses. The study aimed to answer two main research
guestions:
RQ1: What factors are important for the design of a sustainable CALL teacher
training MOOC to support the teaching of speaking and writing?
RQ2: What are the specific needs and challenges of female teachers
undertaking CALL teacher training MOOC:s in rural areas?
The first question explored the key design factors required to design a massive open
online training course (MOOC) for Chinese school teachers of English to support the
teaching of speaking and writing skills. Related to this, the study contributed to
reducing gender inequalities by exploring the specific needs and challenges faced by
female teachers located in rural China as they sought to undertake an online
professional development course. Both questions were specifically used to aid the
design of the MOOC developed in this project and led to recommendations to guide
the design of future online CALL teacher education programmes in China for the

target participants.
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Figure 3.1 describes the convergent parallel design of this study. The
instruments, i.e., a questionnaire and semi-structured interview, were developed
according to the literature review's findings. Next, the research context and literature
review determined the samples and sample size of the study. Qualitative and
guantitative data were collected and analysed simultaneously. The findings of both
data collection instruments were compared and then analysed.

Figure 3.1 The convergent parallel research design of the study

Development of instruments as per the
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l

Sampling as per the research context and
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I quantitative Interpretation
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3.4 Data collection instruments
A questionnaire (see Appendix I) and semi-structured interview schedule (see
Appendix V) were developed based on the studies of Al-Harthi and Ani (2023),
Alshehri (2018), Arnavut and Bicen (2018), Bakogianni et al. (2020), and Ma (2020).
Alshehri's (2018) empirical study examined the perspectives of middle-school EFL
teachers on CALL. Ma (2020) provided insights regarding the prospects and
challenges of CALL in the context of China. On the other hand, Al-Harthi and Ani
(2023), Arnavut and Bicen (2018), and Bakogianni et al. (2020) explored essential
factors that need to be considered for designing a MOOC for teachers.

The first phase questionnaire comprised 107 items divided into six parts:
background information (7 items), teachers’ accessibility to technological resources

(5 items), teachers’ ability to use CALL technologies in teaching speaking and writing
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(29 items), teachers’ experience of using CALL for teaching speaking (19 items),
teachers’ experience of using CALL for teaching writing (19 items), teachers’ MOOC
readiness (12 items), and factors important for designing teacher training MOOC (16
items).

The semi-structured interview comprised 28 questions divided into two parts:
background-related queries and questions about teachers’ ability and experiences to
use CALL technologies in teaching speaking and writing, teachers’ MOOC readiness
and important factors for designing a sustainable teacher training MOOC. Under
each question, specific inquiries were targeted towards rural female teachers’
context.

A five-point Likert scale was employed to investigate teachers' perspectives on
CALL technologies and MOOCs. Table 3.1 shows the reliability of these items. All
items had Cronbach's Alpha scores higher than .923, which indicated satisfactory

internal consistency according to George and Mallery (2019).

Table 3.1 Reliability of the instruments

ltems Cronbach's N of
Alpha ltems

Teachers’ ability to use CALL technologies in teaching speaking 972 29
and writing

Teachers’ experience of using CALL for teaching speaking 927 19
Teachers’ experience of using CALL for teaching writing 924 19
Teachers’ MOOC readiness .959 12
Factors important for designing teacher training MOOC .978 16

Additionally, intercoder reliability was used to enhance the trustworthiness of the
gualitative data. Two coders independently analysed interview transcripts and

interrater agreement was calculated according to the percentage of overlapping
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codes across all coding decisions. The coders achieved 85% agreement, exceeding
the 80% threshold commonly recommended for qualitative research.

3.5 Participants

The study's population comprised English teachers in China employed at primary
and secondary schools. The sample was composed of these populations, utilising
two sampling procedures. Teachers were selected for the cross-sectional survey
using simple random selection. To achieve data triangulation, semi-structured
interviews collected data from 20 teachers. Purposive sampling was employed to
select teachers for semi-structured interviews. Active in-service English teachers
were considered for inclusion. An online questionnaire was administered to collect
guantitative data from the teachers. On completion, they had the option to volunteer
for the semi-structured interview. The local language of the participants was utilised
alongside English to enhance the participants' comprehension of all questions in the
guestionnaire and semi-structured interview. 304 teachers participated in the online
survey; however, one teacher did not agree to complete the questionnaire. 20
teachers, among the final 303 participant teachers, participated in the second phase
semi-structured interview process. Table 3.2 shows the data collection methods,

sampling strategies, and sample sizes used in the study.

Table 3.2 Data collection methods, sampling strategies, and sample size

Data Sampling Sample Male% Female Others Urban % Rural %
collection strategies size % %

methods

Online Simple 303 23 278 2 174 129
guestionnaire  random (7.6%) (91.4%) (0.7%) (57.2%) (42.4%)
survey

Semi- Purposive 20 2 18 (90%) 19 1
structured Sampling (10%) (95%) (1%)
interviews
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3.6 Data analysis

The quantitative data from the questionnaire were analysed using descriptive
statistics via SPSS. The transcripts of the semi-structured interviews were
transcribed and arranged to facilitate the comparison with the quantitative data.
Thematic analysis using manual coding approaches was employed to analyse the
content of the qualitative data (semi-structured interviews). The thematic analysis
guidelines by Braun and Clarke (2006) were followed to organise the main and sub-
themes. The findings and analysis sections present a synthesis of both quantitative
and qualitative data.

3.7 The design of the MOOC

The MOOC was titled, “Foreign Language Education Technology” and ran for five
weeks. Participating teachers were expected to spend 3-5 hours on the MOOC
activities per week. The course was designed by South China Normal University,
and the MOOC was a sister course of the national online open course, “English
Teaching and the Internet”. The course content was aimed at teachers of English in
primary and secondary schools and vocational colleges and was designed to offer
an in-depth introduction on how to apply new technologies and new media in foreign
language teaching and how to carry out technology-based teaching design. The
MOOC’s curriculum is shown in Table 3.3. The curriculum had several main aspects:
1) Case studies: A large number of classroom recordings were provided on how to
apply educational technology in the teaching of foreign languages.

2) Systematic approach: The five weeks covered reading and writing skills, critical
thinking, and interaction and evaluation in foreign language teaching.

3) Approach: Each aspect of the course was designed to be short and concise, and

each instructional video was no longer than 8 minutes in duration.

33



4) Educational technology: The MOOC aimed to integrate educational technology
with English language education by focusing on key design principles.

5) Future perspective: The content of the MOOC incorporated new technologies,
such as various voice technologies, mobile technologies, data-driven approaches,
and AR/VR.

Table 3.3 An overview of the MOOC content

Week 1 Listening and Speech Technology

1.0 Overview

1.1 Speech Recognition Technology (ASR)

1.2 Speech Synthesis (TTS) and Foreign Language Teaching
First week of testing

Week 2: Visual Teaching

2.0 Overview

2.1 Visual Teaching Applications
2.2 How to Observe Teaching
Second week of testing

Week 3: Multimodality and Multi-dimensional Literacy

3.0 Overview

3.1 Multimodal Language Teaching

3.2 Multi-literacy Capacity Development
Third week of testing

Week 4: A Data Driven Approach

4.0 Overview

4.1 Language-related Teaching Based on High-frequency Vocabulary
4.2 Language-related Teaching Based on Visual Vocabulary

The fourth week of testing

Week 5: Human-Computer Interaction and Virtual Reality

5.0 Overview

5.1 Mobile Interaction and Foreign Language Innovation Teaching Activity Design
5.2 Interdisciplinary Design of Foreign Language Classes Based on Courseware
5.3 Foreign Language Interactive Experiences in Virtual Scenarios

The fifth week of testing

Supplementary Module: Artificial Intelligence Empowers English Teaching
1. Artificial Intelligence Enables English Speaking Instruction

2. Artificial Intelligence Enables English Writing and Teaching

3. Generative Atrtificial Intelligence and the Generative English Classroom

Ten videos were designed by the LIMU project team to introduce teachers to using
Al to help the teaching of writing and speaking skills. Five videos were created to
support the use of Al and English speaking skills on the following areas: speech-to-
text (Apple Dictation); speech assessment tools (ELSA Speak); virtual reality

(Mondly VR); chatbots (Gemini); and virtual tutors (Speak & Improve). An additional
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five videos were created to support English writing skills: grammar and vocabulary
checkers (Grammarly); chatbots (DeepSeek); paraphrasing tools (QuillBot); virtual

tutors (Write & Improve); and adaptive tools (NoRedInk).
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Part 4

Findings

4.1 MOOC design: Demographic profile of the teachers

Table 4.1 shows the demographic profile of the teachers involved in this study. The

overwhelming majority of the teachers were female (91.4%). Out of the total of 303

teachers, 131 (43.1%) were between the ages of 36 and 45. 163 (53.6%) of the

teachers had completed bachelor's degrees. The mean years of teaching experience

was 14.10. The percentages of urban and rural teachers were 57.2% and 42.4%,

respectively.

Table 4.1 Demographic profile of the teachers

Total
Gender Male Female Other 303
23 (7.6%) 278 (91.4%) 2 (0.7%) (100%)
Age 18-25 Years 26-35 Years 36-45 Years 46-55 Years 303
18 (5.9%) 114 (37.5%) 131 (43.1%) 40 (13.2%) (100%)
Highest Bachelor Master Doctoral Other 303
Education 163 (53.6%) 55 (18.1%) 4 (1.3%) 81 (26.6%) (100%)
Qualification
Years of Minimum Maximum Mean 303
Teaching 1 43 14.10 (100%)
Experiences
School Urban Rural 303
Location 174 (57.2%) 129 (42.4%) (100%)

Table 4.2 shows the teachers' English language proficiency in terms of the four skills:

reading, writing, speaking and listening. The majority of teachers had completed the

English major band 8 examination in terms of their reading (47.4%), writing (42.8%),

speaking (40.5%), and listening (42.8%) skills.
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Table 4.2 English language proficiency of the teacher

English language proficiency of the teachers

Level Total

Skills

English English College College English Other

Major Major Band English Test Band 4
Band 8 4 Test Band 6 (CET4)
(CET®6)

Reading 144 45 (14.8%) 36 (11.8%) 35 (11.5%) 43 303

(47.4%) (14.1%) (100%)
Writing 130 56 (18.4%) 36 (11.8%) 39 (12.8%) 42 303

(42.8%) (13.8%)  (100%)
Speaking 123 58 (19.1%) 40 (13.2%) 37 (12.2%) 45 303

(40.5%) (14.8%) (100%)
Listing 130 51(16.8%) 42 (13.8%) 36 (11.8%) 44 303

(42.8%) (14.5%) (100%)

4.2 Teachers’ access to digital technologies and CALL resources
Only 24.30% of teachers had previously completed MOOC teacher training courses.
Almost all teachers had access to many technological resources, and most had
access to them from home. For example, 98% of teachers had computer
accessibility, 99% had internet accessibility, 97% had smartphone accessibility, and
96% had printer accessibility. However, only 55% had access to a Learning
Management System (LMS).

Overall, teachers had satisfactory skills on applying basic CALL technologies,
e.g., 88.5% of teachers were skilled in Microsoft Word, and 79.2% were skilled in
PowerPoint. Teachers had limited ability to apply some advanced CALL
technologies. For example, 63.8% of teachers could not use programming
languages well. 59.9% of teachers could not use virtual reality satisfactorily.

Data from interviews with twenty teachers identified that they could apply basic
CALL technologies in teaching speaking and writing:

| am proficient in using some of the listening and speaking software

and operating the equipment in the computer room for students to
practise listening and speaking. (PT7)
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On the other hand, two teachers stated that they had limited skills regarding CALL
technologies.

| am a junior high school teacher, and | feel that my skills in this
area are low because | have fewer opportunities to use CALL when
using them for oral instruction. (PT3)

| teach English at primary school, and there are a lot of oral
communication sessions for students in the classroom, mainly
using PowerPoint to create tasks and scenarios for students to
practise speaking, and | think my skill level in using computer-
assisted language learning (CALL) in oral teaching is low. (PT15)

It was notable that some teachers said that they had the skills to apply CALL. Still,
they could not apply it effectively because of several challenges, such as insufficient
class time, lack of classroom equipment, and insufficient training:

In oral teaching, the scenario where computers are used typically
takes place in the school’s computer lab, where E-Speaking
teaching software is installed. However, for the current first-year
high school students, on average, there are about 20 weeks per
semester, and they only go to the computer lab about five or six
times. The time arrangement is insufficient. In classroom scenarios
for oral teaching, it is generally mainly teacher-student dialogues or
listening to recordings, with students expressing themselves and
teachers evaluating. ... Personally, | feel that the amount of training
is insufficient, the methods are quite monotonous, and the
effectiveness is not good. (PT19)

in high school classrooms, students are not allowed to carry

communication devices. With only one teacher’s mobile phone and

a Seewo interactive whiteboard in the classroom ... (PT19)
4.3 Teachers’ experience of using CALL for teaching speaking and writing
Overall, teachers had positive experiences regarding the utilisation of CALL for
teaching speaking and writing; however, several teachers faced challenges in
integrating CALL technologies because of a lack of skills, insufficient training and

students’ lack of skills. For example, 31.9% of teachers agreed that they lacked

training with technology to use CALL in teaching speaking. Similarly, 35.2% of
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teachers agreed that they lacked training with technology to use CALL in teaching
writing (n=303).

Further data on whether the use of CALL to teach speaking and writing was
motivational for students is shown in Figure 4.1; to what extent teachers feel ready to
use CALL in teaching speaking and writing in Figure 4.2; to what extent CALL can be
used by students to improve their speaking and writing skills in Figure 4.3; to what
extent the integration of CALL in speaking and writing lessons is challenging in
Figure 4.4; and to what extent CALL can increase access to authentic speaking and

writing materials in Figure 4.5.

Figure 4.1 The use of CALL in my teaching of speaking and writing is
motivational for the students
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Figure 4.2 | feel ready to use CALL in my teaching of speaking and writing
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Figure 4.3 Through the use of CALL, my students can improve their speaking
and writing skills
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Figure 4.4 The integration of CALL in my speaking and writing lessons is

challenging
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Figure 4.5 CALL increases my access to authentic speaking and writing
materials
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Data from interviews with teachers identified that they utilised CALL technologies as
tools that facilitated the application of different teaching methods such as

participatory learning, collaborative learning, scaffolding, and flipping the class:
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| use discussion platforms, video editing, voice recognition, the

Duolingo app, etc. to enhance student engagement, ease of

attendance, and provide timely feedback on corrections. (PT1)

| can use Tencent online documents, mind mapping, and social

apps to establish ... class groups for teaching writing. | can use

them to introduce topics and spread ideas before writing,

collaborate in groups during writing, and correct each other after

writing. (PT7)
Teachers reported that they use CALL technologies for students’ learning exercises
and collecting educational resources related to teaching speaking and writing:

| use E-listening and speaking software (ETS) to have my students

do morning reading and homework in the evening for listening and

speaking practice. (PT7)

| have used OpenAl’s website and Al Writing Star and a WeChat

app. Both technologies have helped me to get a more authentic,

fluent and contextualised text in a shorter period of time. (PT16)
Teachers reported several challenges in applying these CALL technologies in their
teaching-learning environments. These challenges were related to equipment, skills,
and context:

In the current secondary school classroom, most of the classes are

large and as a residential school, students have limited access to

both computers and the internet. As a result, the frequency of use

is more limited, and the continuity and systematic use of such

technologies in teaching is compromised. (PT14).
Overall, teachers confirmed that they needed training to use innovative CALL
because these technologies are changing rapidly.
4.4 Teachers’ MOOC readiness
Overall, teachers had a high level of MOOC readiness. For example, 53.9% of
teachers agreed that they could learn from various instructional formats. 59.9%

agreed that they could take notes from online course materials. 53.6% agreed that

they could answer online questions. 47.7% agreed that they could use a digital
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library. 60.9% agreed that they could follow online instructions (n=303) (see Figure
4.6).
Figure 4.6 | am able to learn from various instructional formats like text, video,
podcasts, online discussions and video conferencing
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Agree, 53.9%

In relation to factors shaping the design of MOOCs, 52.3% of teachers agreed that
MOOC content should encourage learners to manage time for self-learning. 55.6%
of teachers agreed that MOOC content should encourage learners to think critically
about the learning materials. Similarly, 53.6% of teachers agreed that for MOOC,
interaction with other learners is important for self-learning (n=303).

Further data on earning certificates of completion are shown in Figure 4.7 and

to what extent video content is essential in Figure 4.8.
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Figure 4.7 It is important to earn a badge or certificate on completing the
course
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Figure 4.8 Video content is essential for my learning
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Data from the follow-up interviews identified several factors that were patrticularly
important for rural female teachers. In terms of their MOOC readiness, 75% of rural
female teachers said they had sufficient resources to enrol and complete MOOC:s:

| think they have sufficient resources because MOOCs only require
a computer or mobile phone, which is very convenient. (PT14)
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Yes, now that online resources are well developed, regional
differences should not be so obvious, and teachers in rural areas
can just as easily participate in training online. (PT5)

| think female teachers in rural areas have enough resources to
sign up for teacher training MOOCSs because if you want to learn,
nothing can stop you from wanting to improve. And learning is so
accessible nowadays that there shouldn't be a geographical
distinction anymore. (PT13)

In terms of rural female teachers' MOOC readiness, out of 20 teachers, 11 said that

they had sufficient skills to enrol and complete MOOCs:

| feel that female teachers in rural areas have sufficient computer
skills to participate in teacher training MOOCSs, as information
literacy is an important part of pre-service teacher learning and
training, and | personally feel that there is generally a certain level
of foundation as far as teachers' own skills are concerned. (PT14)

| believe that female teachers in rural areas have adequate
computer skills to participate in teacher training MOOCs. Some
female teachers in rural areas are also highly educated. The reason
for working in rural areas might be due to environmental factors,
luck, personal choice, and of course, ability. (PT19)

On the other hand, 45% of the interviewed teachers said that rural female teachers

did not have sufficient skills to enrol and complete MOOCs:

| think that female teachers in rural areas may have not enough
computer skills. Because there is not enough support from the
school or the government or not enough equipment. (PT4)

Female teachers in rural areas may be somewhat deficient in
computer skills in terms of participation in training. This is because
their own exposure to information and the need to use it leads them
to use it relatively little on a regular basis. (PT13)

Teachers were asked to identify the specific needs of female teachers in rural areas

to complete a teacher training MOOC. The following points summarise their

responses:

e Technical support from the local educational department, such as computers

and the internet, are required.
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e This course should provide them with enough time to finish as teachers still

have to teach and care for their families.

e School leaders need to agree to and support the training.

e The intensity of the course, whether face-to-face or e-learning, should not

interfere with teachers’ work-life balance.

e The instructional design of MOOCs must be flexible to accommodate their

lifestyles.

e MOOCs should include provisions to support teachers’ career progression.
Teachers were asked to identify the benefits of increasing rural female teachers’
participation in teacher training MOOCSs. The following points summarise their
responses:

¢ MOOCs can facilitate the reduction of educational disparities between urban

and rural regions.

e Such courses potentially extend opportunities for rural female teachers to

acquire specialised knowledge and enhance their expertise.

e Students residing in rural areas will have a more effective educational

experience if they have opportunities to participate in MOOC:s.

e The use of MOOCs will enable female teachers in rural areas to make better

use of CALL technologies to develop students' speaking and writing skills.

4.5 Teachers’ evaluation of the MOOC course

Following the design stage reported on above, over 800 teachers participated in the
MOOC training course described in Part 3 over a five-week period. The final section
of the findings reports on an exit evaluation of the resources they used and their

experience of the MOOC training.
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Table 4.3 shows the demographic profile of the teachers who completed the
MOOC course evaluation. The majority of the teachers were female (88.7%). Of the
53 teachers, 28 (52.8%) were between the ages of 26 and 35, and 27 (50.9%) had
completed master’s degrees. The mean years of teaching experience was 6.56
years. 31 (58.5%) were from Senior High Schools, and the majority of teachers, 52
(98.1%), worked in public schools. The percentages of urban and rural teachers

were 83% and 17%, respectively.

Table 4.3 Demographic profile of the teachers completing the evaluation

Total

Gender Male Female Other 53

5 (9.4%) 47 (88.7%) 1(1.9%) (100%)
Age 18-25 Years 26-35 Years  36-45 Years 46-55 Years 53

6 (11.3%) 28 (52.8%) 15 (28.3%) 4 (7.5%) (100%)
Highest Bachelor Master Doctoral 53
Education 24 (45.3%) 27 (50.9%) 2 (3.8%) (100%)
Qualification
Years of Minimum Maximum Mean 53
Teaching 0 36 6.56 (100%)
Experience
Current Junior High Primary Senior High 53
Teaching School School School (100%)
Stage 17 (32.1%) 5 (9.4%) 31 (58.5%)
School Type Private Public 53

1(1.9%) 52 (98.1%) (100%)
School Urban Rural 53
Location 44 (83.0%) 9 (17.0%) (100%)

Teachers’ evaluation of the MOOC is shown in Table 4.4. ltems 1-4 show responses
related to the course content and structure, while items 5-8 show data about their
learning experience. The overall mean scores of the MOOC course content and
structure items were 4.179, and the Learning experience on the MOOC platform was

4.231.
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Table 4.4 MOOC course and platform evaluation

ltems Strongly Disagree Neutral Agree Strongly Mean
disagree (%) (%) (%) agree (%)
(%)

Evaluation of MOOC course content
and structure

1. Ithink the topics of 5.7 5.7 5.7 34.0 49.1 4.1
each course module
(e.g., Speech-to-Text,
VR, writing aids) are
closely related to my
teaching practice.
2. |think the Al tools 7.5 3.8 1.9 37.7 49.1 4.1
introduced in the
course (e.g., Apple
Dictation, Grammarly)
are very practical.

3. I think the provided 5.7 5.7 1.9 35.8 50.9 4.2
videos are easy to
understand.

4. | think the connections 5.7 3.8 5.7 35.8 49.1 4.1

between different
modules are clear

Overall mean 41

Learning experience on the MOOC platform

5. |think the MOOC 5.7 3.8 5.7 49.1 35.8 4.2
platform is user-
friendly.

6. |think the instructional 1.9 3.8 1.9 37.7 54.7 4.3
videos are easy to
understand.

7. |can easily find 1.9 5.7 11.3 39.6 415 4.1
course resources such
as external software
links.

8. |think the course 1.9 7.5 5.7 39.6 45.3 4.1
provides interactive
spaces (e.g., peer
forums, discussion
boards) that help me
communicate with
other learners.

Overall mean 4.2

Table 4.5 shows teachers’ attitudes toward CALL after using the MOOC. The overall

mean score was 4.088, which indicates a positive attitude toward CALL.

48



Table 4.5 Attitudes toward CALL after using the MOOC

ltems

Strongly
disagree
(%)

Disagree
(%)

Neutral
(%)

Agree  Strongly

(%)

agree (%)

Mean

After the MOOC, | feel
interested in further
exploring Al-assisted
oral tools (e.g.,
MondlyVR, ELSA
Speak) in teaching.
After the MOOC, | feel
interested in further
exploring Al-assisted
writing tools (e.g.,
Grammarly, QuillBot)
in teaching.

| believe Al speaking
tools (e.g., speech
assessment, VR
practice) have the
potential to improve
students' speaking
skills.

| believe Al writing
tools (e.g., grammar
checkers,
paraphrasing tools)
have the potential to
improve students'
writing skills

| believe using CALL
tools has the potential
to stimulate students’
interest and motivation
to learn.

| believe using CALL
tools has the potential
to meet the
personalised learning
needs of students at
different proficiency.
Network issues
hindered my smooth
use of the MOOC.

| find it difficult to
evaluate the teaching
value of Al tools.
Some tools introduced
in the course are
difficult to implement
in my teaching
environment.

0.0

0.0

0.0

0.0

0.0

0.0

7.5

3.8

7.5

0.0

0.0

0.0

0.0

0.0

0.0

20.8

26.4

15.1

3.8

1.9

1.9

3.8

9.4

7.5

15.1

32.1

24.5

45.3

43.4

45.3

45.3

39.6

41.5

37.7

24.5

35.8

50.9

54.7

52.8

50.9

50.9

50.9

18.9

13.2

17.0

4.4

4.5

4.5

4.4

4.4

4.4

3.3

3.1

3.3

Overall mean

4.1
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Table 4.6 shows teachers’ application of MOOC course content in practice. The

overall mean score was 4.2, demonstrating significant application of the MOOC

content.
Table 4.6 Application of MOOC course content in practice
ltems Strongly Disagree Neutral Agree Strongly Mean
disagree (%) (%) (%) agree (%)
(%)
1. After the MOOC, I will 0.0 0.0 5.7 43.4 50.9 4.4

explore incorporating
speech-to-text tools
(e.g., Apple Dictation,
iIFLYTEK) further for
teaching speaking.
2. After the MOOC, | will 0.0 0.0 5.7 49.1 45.3 4.3
explore incorporating
Al speech
assessment tools
(e.g., ELSASpeak,
liulishuo) further for
teaching speaking.
3. After the MOOC, | will 0.0 1.9 13.2 453 39.6 4.2
explore incorporating
Al virtual reality (e.g.,
MondlyVR) further for
teaching speaking.
4. After the MOOC, | will 0.0 0.0 3.8 41.5 54.7 4.5
explore incorporating
Al chatbots (e.g.
Gemini, doubao)
further for teaching
speaking.
5. After the MOOC, | will 0.0 1.9 7.5 49.1 41.5 4.3
explore incorporating
Al virtual tutors (e.g.,
Speak&Improve,
doubao intelligent
agent) further for
teaching speaking.
6. After the MOOC, | will 0.0 0.0 7.5 45.3 47.2 4.3
explore incorporating
grammar and
vocabulary checkers
(e.g., Grammarly,
youdao) further for
teaching writing.
7. After the MOOC, | will 0.0 0.0 3.8 49.1 47.2 4.4
explore incorporating
Al chatbots (e.g.,
DeepSeek, Kimi)
further for teaching
writing.
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Iltems

Strongly
disagree
(%)

Disagree
(%)

Neutral
(%)

Agree
(%)

Strongly Mean
agree (%)

8.

10.

11.

12.

13.

14.

After the MOOC, | will
explore incorporating
Al paraphrasing tools
(e.g., Quillbot) further
for teaching writing.
After the MOOC, I will
explore incorporating
Al virtual tutors (e.qg.,
Write&lmprove, pigai)
further for teaching
writing.

After the MOOC, I will
explore incorporating
adaptive tools (e.g.,
NoRedInk, xiezuocat)
further for teaching
writing.

Reflecting on my
experience of
completing the
MOOC, | think my
teaching
environment’s
equipment and
network conditions
hinder the use of
technology tools.
Reflecting on my
experience of
completing the
MOOC, | think
integrating
technology tools with
existing teaching
activities (lesson
prep, teaching,
assessment) is
difficult.

Reflecting on my
experience of
completing the
MOOC, | think
students may find
technology tools hard
to accept due to
complicated
operations (e.g.,
multi-step login).

To implement what |
have learned, | will
need to have more
"technology tool +
teaching scenario”
integration cases.

0.0

0.0

0.0

5.7

7.5

3.8

0.0

0.0

1.9

1.9

11.3

7.5

17.0

0.0

7.5

3.8

15.1

13.2

26.4

151

3.8

52.8

52.8

45.3

47.2

37.7

45.3

47.2

39.6 4.3

41.5 4.3

37.7 4.1

22.6 3.6

20.8 3.5

18.9 3.5

49.1 4.4
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ltems Strongly Disagree Neutral Agree Strongly Mean

disagree (%) (%) (%) agree (%)
(%)
15. To implement what | 0.0 0.0 3.8 47.2 49.1 4.4
have learned, | hope
to receive support
from
school/administrators
for Al-assisted
teaching.
16. To implement what | 0.0 0.0 3.8 47.2 49.1 4.4

have learned, | will
need a teacher
community or
resource platform to
facilitate sharing
experiences.

Overallmean 4.2

Teachers were asked which parts of the MOOC course did they find most valuable.

Their answers are shown in Table 4.7, which ranks their priorities. Al teaching case
studies (88.6%) achieved the highest rating, whilst discussion boards received the

lowest rating (9.4%).

Table 4.7 The most valuable parts of the MOOC course

Parts of the MOOC course n %
Al teaching case studies a7 88.6
Examples of Al tools 43 81.1
Introduction to Al tool functions and roles 38 71.6
Recommendations for free online resources 36 67.9
Suggestions for future teaching 28 52.8
Challenges and precautions in using Al tools 21 39.6
Discussion boards 5 9.4

Note. n=number of participants.

Teachers were asked to identify which parts of the MOOC they found least valuable.
Table 4.8 shows that discussion boards achieved the highest rating (35.8%), while

suggestions for future teaching received the lowest rating (5.6%).
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Table 4.8 The least valuable part of the MOOC course

Parts of the MOOC course n %
Discussion boards 19 35.84
Other 13 24.52
(Seven teachers indicated ‘Other' without providing further details;

Four teachers selected 'Other' and specified 'none of the parts is invaluable.'

One teacher chose 'Other' and specified ‘all parts are valuable.'

One teacher chose 'Other' and specified 'The situation of students.")

Challenges and precautions in using Al tools 12 22.64
Introduction to Al tool functions and roles 12 22.64
Recommendations for free online resources 11 20.75
Examples of Al tools 10 18.86
Al teaching case studies 10 18.86
Suggestions for future teaching 3 5.66

Note. n=number of participants.

Teachers were asked to identify suggested improvements for the course. Table 4.9

shows their priority rankings. The item on including more examples of students’

actual use to help understand teaching implementation achieved the highest rating

(92.4%), while the item on providing more interactive opportunities received the

lowest rating (41.5%).

Table 4.9 Suggestions for improvement

Suggestions n

%

Include more examples of students’ actual use to help understand teaching 49

implementation.

Add Chinese operation guides to lower tool barriers 27
Provide more interactive opportunities (e.g., live Q&A, discussions) 22
Other (without providing further details) 01

92.4

50.9
41.5
18

Note. n=number of participants.
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Part 5

Discussion

5.1 What factors are important for the design of a sustainable CALL teacher
training MOOC to support the teaching of speaking and writing?

According to the Technological Pedagogical Content Knowledge (TPACK)
framework (Mishra & Koehler, 2006), teachers’ technological knowledge is one of the
essential elements of developing an effective learning environment. Teachers’
technological knowledge and skills are significantly influenced by their accessibility to
technological resources (Ifinedo et al., 2020). A primary consideration in the design
of MOOC:s is learners' access to technological resources (Romero-Frias, et al.,
2023). In the Chinese context, Wei and Fan (2018) found that 30% of preschool
teachers in Tianjin Municipality lacked internet-based educational resources. Since
1988, China has made concerted attempts to improve the accessibility of
technological resources for teachers (Zeng, 2022). Consequently, according to a
report from the Ministry of Education (2023), 99.5% of Chinese primary and middle
schools now have multimedia classrooms and internet connections. Similar findings
were echoed in this study. This study revealed that 98% of teachers had computer
access, 99% had internet access, and 97% had smartphone access. They
possessed access to these technologies from both their educational institutions and
their home contexts. This is a significant finding for the design of MOOCs in the
Chinese context. Easy access to technology enables Chinese teachers to engage in
self-directed learning, fosters high levels of participation, and provides asynchronous

learning options for MOOC teacher training courses.
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In addition to the accessibility of technological resources, teachers’ MOOC
readiness is also an important factor shaping their design (Al-Harthi & Ani, 2023).
Computer and internet proficiency, online learning skills, and motivations are the
primary elements of MOOC readiness (Celik & Cagiltay, 2023). Prior research, such
as by Li (2022) and Song et al. (2020), indicated that Chinese teachers possess
adequate technological proficiency. This study revealed similar findings. For
instance, 84.2% of teachers had satisfactory computer operating skills, and 87.8% of
teachers had satisfactory internet browsing skills. In addition, 60.9% of teachers
acknowledged that they could learn from online educational materials, adhere to
online instructions, and complete online assessment tasks. Furthermore, this study
found that 70.2% of teachers were motivated to enrol in MOOC:Ss. In the interviews,
teachers mentioned that they were committed to spending the time necessary to
complete the course effectively.

One of the most striking findings of this study was that despite the easy
access to technology and a satisfactory level of MOOC readiness, the majority of
participating teachers (75.30%) had not taken any previous MOOC teacher training
course. Wei and Fan (2018) also revealed that despite the much greater availability
of MOOC:s, the proportion of Chinese teachers enrolling in MOOCs remains small.
They investigated various factors contributing to this low enrolment, including the
opposition of several teachers to online learning. Teachers were also unaccustomed
to self-directed learning, an essential element of online education. In addition, the
majority of MOOCs are conducted in English, which may present a challenge for
Chinese teachers. Consequently, teachers may struggle to maintain their motivation

to pursue learning through online courses.
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Recently, Zhao (2024) found a disparity in digital proficiency between rural and
urban school teachers in China, showing how this could be a substantial obstacle to
effective MOOC teacher training. Despite the study's findings indicating that teachers
exhibited high levels of motivation to enrol in MOOCSs, which contradicted the earlier
research by Wei and Fan (2018), other challenges associated with low enrolment
can significantly affect the development of a sustainable MOOC for teacher training.
The design of MOOCs should tackle these difficulties and facilitate increased
enrolment. This is an especially critical issue in China, where millions of untrained
teachers require training annually (Trading Economics, 2022). Teacher training
MOOCs have the potential to enhance teachers’ technological content knowledge
and pedagogical content knowledge (Gongalves & Osorio, 2018). According to the
TPACK framework, these two essential knowledge domains help teachers to utilise
technology effectively in instructional approaches (Mishra & Koehler, 2006).

In this study, the effective application of CALL to teach speaking and writing
was an important element of designing a sustainable CALL teacher training MOOC
for Chinese teachers. While teachers possessed the skills to apply basic CALL
technologies, e.g., 88.5% of teachers were skilled in Microsoft Word and 79.2% were
skilled in PowerPoint, they were limited in their ability to apply advanced CALL
technologies. To illustrate this point, 63.8% of teachers were unable to effectively
utilise programming languages, and 59.9% were unable to effectively utilise virtual
reality. Their proficiency was also limited regarding the application of blogs, Artificial
intelligence (Al), Learning Management Systems (LMS), programmes for Special
Educational Need and Disabilities (SEND), podcasts, speech recognition software,

and animation software in teaching speaking and writing.
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Regarding the Technological, Pedagogical, and Content Knowledge (TPACK)
framework, Huang et al. (2022) found that Chinese EFL teachers consider
themselves adept in TPACK, yet they achieved the greatest score in content
knowledge and the lowest in technological knowledge. Furthermore, educators with
higher professional qualifications perceived themselves as having lower TPACK.
Huang et al. (2022) investigated the obstacles associated with the use of a specific
CALL technology, the interactive whiteboard, in English education. They
identified obstacles such as the lack of skills regarding interactive whiteboards,
traditional pedagogical preconceptions, inadequate technological support and
training, and time limitations. Teng (2017) argued that Chinese EFL teachers need
training to enhance their knowledge and skills in technology. Wang (2024) recently
identified the perceived benefits and teacher perceptions as the two critical elements
influencing technology integration among Chinese EFL teachers. Therefore, the
design of a sustainable CALL teacher training MOOC will be significantly influenced
by the extent to which Chinese teachers implement new CALL technologies, as well
as their perceptions of the benefits and value of CALL technologies.

Regarding the instructional design of a CALL teacher training MOOC, 77.6% of
teachers indicated that new MOOC contents should foster their self-directed
learning, and 80.9% indicated that contents should enhance their critical thinking
skills. Interaction with tutors and alternative learning pathways were essential for
80.6% of teachers. Video content was integral to their learning mentioned by 82.9%
of teachers. 84.9% indicated that learning activities must provide a flexible timeline
for completion, and evaluations should be administered by both tutors and the
learners themselves, as mentioned by 72.7% and 77.3% of teachers, respectively.

80.3% of teachers mentioned that peer support was crucial.

57



Finally, 75.7% of teachers mentioned that MOOCSs should result in a completion
certificate that is acknowledged and rewarded by their schools. These prerequisites
are standard characteristics of MOOCs. For example, Elizondo-Garcia and Gallardo
(2020) argued that MOOCs promote learner engagement throughout the educational
process, hence augmenting opportunities for peer learning. Wei and Fan (2018)
contended that Chinese teachers can derive significant advantages from
participating in peer interaction via teacher training MOOCs. This interaction can
strengthen their connection with specialists beyond their educational institutions,
thereby promoting collaborative learning among peers. Furthermore, Manning et al.
(2014) investigated how peer-reviewed assignment feedback was both exciting and
motivating for teachers. Educators may acquire innovative concepts through peer
engagement, and this also provides the opportunity to collaborate and cooperate
with peers from various institutions. Koukis and Jimoyiannis (2019) found that
MOOC:s offer teachers a platform for dialogue and the sharing of experiences and
accomplishments that is pertinent to professional growth with peers in the same
domain.

5.2 What are the specific needs and challenges of female teachers undertaking
CALL teacher training MOOCs in rural areas?

In China, according to UNESCO (2023), there is a growing percentage of female
teachers, particularly in primary and secondary schools. For example, in 2021, the
percentage of female teachers at secondary schools was 57.56%, a figure which
increased to 58.19% in 2022 and 59.17% in 2023. Among them, many female
teachers are working in rural schools. These rural female teachers have specific

needs and challenges when required to enrol in CALL teacher training MOOC:s, e.g.,
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unstable internet connectivity, insufficient assistance from instructors and peers, and
environmental distractions resulting in diminished motivation (Wei & Fan, 2018).

In this study, most of the participant teachers were female (91.4%). Urban
teachers accounted for 57.2% and rural teachers for 42.4% of the population. They
identified the specific needs and challenges that were particularly important for rural
female teachers to enrol and complete a teacher training MOOC. Initially, they
required the technical assistance provided by the local educational department,
including computers and internet access. Secondly, motivation was required to
participate in professional advancement via the MOOC. Third, the courses must
provide adequate time for participants to complete them, as teachers have
obligations and responsibilities outside of their professional commitments. Hence,
the intensity of the course, whether face-to-face and/or by e-learning, should not
interfere with their work-life balance. Most importantly, teachers highlighted that they
required a type of recompense or acknowledgment for completing the course to
incentivise their learning.

Female educators in rural areas had distinct challenges in completing the
teacher training MOOC, including inadequate resources availability, time constraints,
and lack of practice opportunities. For example, in contrast to urban schools, rural
schools typically have fewer CALL technologies, resulting in teachers facing
challenges in effectively integrating and using their training in practical teaching
scenarios. Additionally, their surroundings lacked facilities for learning, rendering the
experience potentially isolating. The teachers lacked significant intrinsic motivation
to learn, as they perceived that their engagement with the MOOC did not directly
influence their professional development. During any online course, when

participants encounter problems in the learning process, they face challenges to
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address them immediately and efficiently, thus hindering their progress and
discouraging ongoing learning. Most importantly, securing approval from school
administrators for MOOC courses was perceived as challenging due to the

substantial workload most teachers now routinely have.
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Part 6

Conclusion and implications

The findings from this project have identified a range of important factors that are
required for designing sustainable CALL teacher training MOOCs and the specific
needs and challenges of female teachers undertaking these courses in rural areas of
China. The data collected as part of this project has provided valuable insights into
the development of a specific CALL teacher training MOOC. While the findings of
this project cannot be generalised, they nevertheless highlight a series of strategies
that, if harnessed effectively, should contribute to future debates and policies about
the design and delivery of teacher training MOOCs in China.

Although the mixed-methods research design was intended to provide
comprehensive insights, the study had multiple limitations: a) some interview
guestions were not answer properly, specifically in relation to designing the CALL
teacher training MOOC; b) the convergent parallel mixed-methods research design
needs a significant amount of quantitative and qualitative data, as well as researcher
time and expertise to analyse data; c) as we have seen in the different perspectives
of the Chinese teachers, several stages of this research design relied on subjective
perceptions, which can be biased; d) although over 300 teachers participated in the
design phase of the study, it required a strict process of standardisation to enable
the comparison of results; and e) as data on previous CALL teacher training MOOCs
in China were not available for comparison, researchers were limited in being able to
understand the effectiveness of the content and pedagogical approaches used and

to contextualise the China perspective.

61



6.1 Recommendations

Based on the evaluation of the factors that were important for designing a
sustainable CALL teacher training MOOC, the following recommendations have
been identified:

MOOC teacher training policy: Despite easy access to technology and MOOC
readiness, a significant number of teachers indicated that they had not participated in
MOOC teacher training courses previously. MOOCs can contribute to training
untrained teachers, including female teachers in rural areas, thereby diminishing the
disparities in trained teacher-student ratios. A review of the policies related to the
development of MOOC teacher training courses in China is recommended to explore
the reasons for the low enrolment and completion rates.

Reward and recognition for MOOC teacher training courses: MOOC teacher
training completion certificates were identified by teachers as important for their
future career prospects and professional development. Additionally, financial support
should be provided to incentivise and encourage them to enrol in MOOC teacher
training courses to develop their CPD.

Flexible instructional design: To develop a sustainable teacher training MOOC,
flexible instructional practices, available resources, and flexible assessment
approaches are recommended. This will allow teachers to undertake MOOCs for
their in-service CPD while also fulfilling their professional responsibilities.

Simplify permission procedures for enrolment in MOOCSs: To ensure teachers
have access to effective CPD through MOOCSs, enrolment policies in China should
be reviewed. Revisions to simplify the permission process and support teachers are

recommended.
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Reduce rural-urban teachers' digital literacy and ICT resources divide: Bridging
the disparities in digital literacy and ICT resources between urban and rural teachers
is essential to achieve inclusive and equitable enrolment in MOOC:s.

Application of CALL in the classroom: Teachers' feedback suggested the
necessity for contemporary CALL resources and a reassessment of the school
curriculum aimed at a) allocating additional time for the implementation of CALL in
the classroom, and b) promoting broader utilisation of innovative CALL technology.
Addressing rural female teachers' needs and challenges: To include rural female
teachers in teacher training MOOC:s, it is recommended to provide technical support
from the local educational department, facilitate peer and tutor assistance through
the establishment of a professional learning community, and implement a flexible
instructional design to enable female teachers to participate while managing their

familial and professional obligations.

63



References

Al-Harthi, A.S.A., & Ani, W.T.A. (2023). Learner readiness for MOOCs in Omani
higher education institutions: disparities between projections and
reality. Education and Information Technologies, 28(1), 303-319.

Alshehri, H. (2018). Perspectives of middle-School EFL teachers regarding
computer-assisted language learning (CALL) in Saudi Arabia. ProQuest LLC.

Arnavut, A., & Bicen, H. (2018). Determination of teachers’ perspectives and level of
readiness towards MOOCs for tolerance education. Quality & Quantity,
52(Supplement 2), 929-943.

Aziz, A. (2018). Evaluating the design standard of UiTM Massive Open Online
Courses. International Journal of Education and Literacy Studies, 6(4), 138-
151.

Bakogianni, E., Tsitouridou, M., & Kyridis, A. (2020). MOOCs in teachers’
professional development: examining teacher readiness. Academia, 18, 9-40.

Bauer-Ramazani, C. (2017). Teacher training with CALL online. In Son, J-B., &
Windeatt, S. (Eds.). Language Teacher Education and Technology:
Approaches and Practices (pp. 129-140). London, New York: Bloomsbury.

Billsberry, J., & Alony, I. (2023). The MOOC post-mortem: Bibliometric and
systematic analyses of research on Massive Open Online Courses (MOOCS),
2009 to 2022. Journal of Management Education, 48(4),
https://doi.org/10.1177/10525629231190840

Bostancioglu, A., & Handley, Z. (2018). Developing and validating a questionnaire
for evaluating the EFL ‘Total PACKage’: Technological Pedagogical Content
Knowledge (TPACK) for English as a Foreign Language (EFL). Computer

assisted language learning, 31(5-6), 572-598.

64



Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative
research in psychology, 3(2), 77-101.

Carless, D. (2012). From testing to productive student learning: Implementing
formative assessment in Confucian-heritage settings. Routledge.

Celik, B., & Cagiltay, K. (2023). The undervalued variable in Massive Open Online
Course (MOOC) research: An analysis and conceptualization of readiness for
online learning in MOOCs. Education and Information Technologies, 28(9),
11569-11588.

Chen, J. C., & Brown, K. L. (2012). The effects of authentic audience on English as a
second language (ESL) writers: A task-based, computer-mediated
approach. Computer Assisted Language Learning, 25(5), 435-454.

Chiam, C. C. (2016). Benefits and challenges of massive open online courses.
ASEAN Journal of Open & Distance Learning (AJODL), 8(1), 16-23.

Chung, E., Subramaniam, G., & Dass, L. C. (2020). Online learning readiness
among university students in Malaysia amidst Covid-19. Asian Journal of
University Education, 16(2), 45-58. https://doi.org/10.24191/ajue.v16i2.10294

Cimsir, E. (2019). MOOCs: an overview of the implications for counsellor education.
British Journal of Guidance & Counselling, 47(3), 342-354.

Cobanoglu, A. A., & Cobanoglu, I. (2021). Do Turkish student teachers feel ready for
online learning in post-covid times? A study of online learning
readiness. Turkish Online Journal of Distance Education, 22(3), 270-280.
https://doi.org/10.17718/tojde.961847

Doo, M. Y., Tang, Y., Bonk, C. J., & Zhu, M. (2020). MOOC instructor motivation and

career development. Distance Education, 41(1), 26-47.

65



Dou, J., & Zhao, X. (2023, December). Chinas teacher digital literacy framework and
development of an evaluation system. In Proceedings of the 2023
International Conference on Information Education and Artificial
Intelligence (pp. 588-593). ACM Digital Library.

Elizondo-Garcia, J., & Gallardo, K. (2020). Peer feedback in learner-learner
interaction practices. Mixed methods study on an xXMOOC. Electronic Journal
of E-learning, 18(2), 122-135.

Fakinlede, C. O., Yusuf, M. O., Mejabi, O. V., & Adegbija, V. M. (2014). Readiness
for online learning in higher education: A mixed methods assessment of
students at a Nigerian university. Malaysian Journal of Distance Education,
16(1), 37-57.

Firat, & Bozkurt, A. (2020). Variables affecting online learning readiness in an open
and distance learning university. Educational Media International, 57(2), 112—
127. https://doi.org/10.1080/09523987.2020.1786772

Gameel, B. G., & Wilkins, K. G. (2019). When it comes to MOOCs, where you are
from makes a difference. Computers & Education, 136, 49-60.

Gongalves, B. M. F., & Osdério, A. J. (2018). Massive Open Online Courses (MOOC)
to improve teachers’ professional development. RE@ D-Revista de Educacao
a Distancia e Elearning, 1(1), 52-63.

Hidalgo, F. J. P., & Abril, C. A. H. (2020). MOOCs: Origins, concept and didactic
applications: A systematic review of the literature (2012—2019). Technology,
Knowledge and Learning, 1-27.

Huang, F., Qi, J., & Xie, A. (2022). Sustaining teaching with technology after the
quarantine: Evidence from Chinese EFL teachers’ technological, pedagogical

and content knowledge. Sustainability, 14(14), 8774.

66



Hung, M. (2016). Teacher readiness for online learning: Scale development and
teacher perceptions. Computers & Education, 94, 120-133.

Ifinedo, E., Rikala, J., & Hamalainen, T. (2020). Factors affecting Nigerian teacher
educators’ technology integration: Considering characteristics, knowledge
constructs, ICT practices and beliefs. Computers & Education, 146, 103760.
https://doi.org/10.1016/j.compedu.2019.103760

Inchiparamban, M. S., & Pingle, S. (2017). A MOOC in educational technology—
student teacher experiences. English-Marathi, 6(3), 88-98.

Irwanto, |., Wahyudiati, D., Saputro, A. D., & Lukman, I. R. (2023). Massive open
online courses (MOOCS) in higher education: A bibliometric analysis (2012-
2022). 1JIET: International Journal of Information and Education
Technology, 13(2), 223-231.

James, P. K., & Christian, I. E. (2016). Learners readiness for xMOOCSs: Inequity in
Nigeria. European Journal of Computer Science and Information Technology,
4(3), 16-46.

Ji, Z., & Cao, Y. (2016). A prospective study on the application of MOOC in teacher
professional development in China. Universal Journal of Educational
Research, 4(9), 2061-2067.

Joosten, T., & Cusatis, R. (2020). Online learning readiness. American Journal of
Distance Education, 34(3), 180-193.
https://doi.org/10.1080/08923647.2020.1726167

Kennedy, E., & Laurillard, D. (2019). The potential of MOOCs for large-scale teacher
professional development in contexts of mass displacement. London Review

of Education, 17(2), 141-158.

67



Khalil, A., & Sultana, N. (2017). Reshaping teachers' e-training through MOOCs in
Pakistan. NICE Research Journal, 13-28.

Koh, J. H. L., Chai, C. S., & Tay, L. Y. (2014). TPACK-in-Action: Unpacking the
contextual influences of teachers' construction of technological pedagogical
content knowledge (TPACK). Computers & Education, 78, 20-29.

Koukis, N., & Jimoyiannis, A. (2019). MOOCS for teacher professional development:
exploring teachers’ perceptions and achievements. Interactive Technology
and Smart Education, 16(1), 74-91.

Li, B. (2009). The use of e-learning in pre-service teacher education. Campus-Wide
Information Systems, 26(2), 132-136.

Li, B. (2022). Ready for online? Exploring EFL teachers’ ICT acceptance and ICT
literacy during COVID-19 in mainland China. Journal of Educational
Computing Research, 60(1), 196-219.

Li, Y., Wu, S. R., & Liao, Q. (2016). Research on the factors and moderators of
teachers’ acceptance of technology: Based on the UTAUT model. China
Educational Technology, 357, 31-38. In Chinese

Lim, M. H., & Aryadoust, V. (2022). A scientometric review of research trends in
computer-assisted language learning (1977-2020). Computer Assisted
Language Learning, 35(9), 2675-2700.

Ma, L., & Lee, C. S. (2019). Investigating the adoption of MOOC s: A technology—
user—environment perspective. Journal of Computer Assisted Learning, 35(1),
89-98.

Ma, M. (2020). Computer-assisted language learning in China: What opportunities
and challenges are we facing? An interview with Jianlin Chen. International

Journal of Chinese Language Teaching, 1(2), 62-71.

68



Ma, N., Li, Y. M., Guo, J. H., Laurillard, D., & Yang, M. (2023). A learning model for
improving in-service teachers’ course completion in MOOCs. Interactive
Learning Environments, 31(9), 5940-5955.

Manning, C., Morrison, B. R., & Mcllroy, T. (2014). MOOC:s in language education
and professional teacher development: Possibilities and potential. Studies in
Self-Access Learning Journal, 5(3), 294-308.

Martin, A., & Grudziecki, J. (2006). DigEuLit: Concepts and tools for digital literacy
development. Innovation in teaching and learning in information and computer
sciences, 5(4), 249-267.

Mellati, M., & Khademi, M. (2020). MOOC-based educational program and
interaction in distance education: long life mode of teaching. Interactive
Learning Environments, 28(8), 1022-1035.

Ministry of Education of the people’s republic of China (2023). 100% of Chinese
elementary and secondary schools connected to internet.
http://en.moe.gov.cn/features/2023WorldDigitalEducationConference/News/2
02302/t20230213_1044334.html

Ministry of Education of the people’s republic of China (2023). Statistical report on
China’s educational achievements in 2022.

http://en.moe.qgov.cn/documents/reports/202304/t20230403 1054100.html

Mishra, P., & Koehler, M. J. (2006). Technological pedagogical content knowledge: A
framework for teacher knowledge. Teachers college record, 108(6), 1017-
1054.

Misra, P. (2018). MOOC:s for teacher professional development: Reflections, and

suggested actions. Open Praxis, 10(1), 67-77.

69



Mohammadyari, S., & Singh, H. (2015). Understanding the effect of e-learning on
individual performance: The role of digital literacy. Computers &
Education, 82, 11-25.

Muktopaath. (n.d.). Retrieved from Shikkhok Batayon website:
http://www.muktopaath.gov.bd/

Naresh, B., Sree Reddy, D. B., & Pricilda, U. (2016). A Study on the relationship
between demographic factor and e-Learning readiness among students in
higher education. Global Management Review, 10(4).

OECD. (2016). Education in China: A snapshot. OECD.

Orsini-Jones, M., Conde, B., Borthwick, K., Zou, B., & Ma, W. (2018). B-MELTT:
blending MOOC:s for English language teacher training. British Council ELT
Research Papers, 1-41.

Padilla Rodriguez, B. C., Armellini, A., & Rodriguez Nieto, M. C. (2020). Learner
engagement, retention and success: why size matters in massive open online
courses (MOOCSs). Open Learning: The Journal of Open, Distance and e-
Learning, 35(1), 46-62.

Qiao, X., & Lai, M. (2019). Pre-service teachers’ job-related perceptions of teaching
in rural areas: a study of the free teacher education programme in mainland
China. Teachers and Teaching, 25(7), 782-799.

Rao, N., & Chan, C. K. (2009). Moving beyond paradoxes: Understanding Chinese
learners and their teachers. In Revisiting the Chinese learner: Changing
contexts, changing education (pp. 3-32). Dordrecht: Springer Netherlands.

Romero-Frias, E., Arquero, J. L., & del Barrio-Garcia, S. (2023). Exploring how
student motivation relates to acceptance and participation in

MOOC:s. Interactive Learning Environments, 31(1), 480-496.

70



Sallam, M. H., Martin-Monje, E., & Li, Y. (2022). Research trends in language
MOOC studies: a systematic review of the published literature (2012-2018).
Computer Assisted Language Learning, 35(4), 764-791.

Sari, A. R., Bonk, C. J., & Zhu, M. (2020). MOOC instructor designs and challenges:
what can be learned from existing MOOCSs in Indonesia and Malaysia?. Asia
Pacific Education Review, 21, 143-166.

Singh, G., & Chauhan, R. (2017). Awareness towards Massive Open Online Courses
(MOOCs) and their usage for teacher education in India. Asian Journal of
Distance Education, 12(2), 81-88.

Son, J. B., & Windeatt, S. (Eds.). (2017). Language teacher education and
technology: Approaches and practices. Bloomsbury Publishing.

Song, H., Wu, J., & Zhi, T. (2020). Online teaching for elementary and secondary
schools during COVID-19. ECNU Review of Education, 3(4), 745-754.

Subramaniam, T. T., Suhaimi, N. A,, Latif, L. A., Kassim, Z., & Fadzil, M. (2019).
MOOCs readiness: The scenario in Malaysia. International Review of
Research in Open and Distance Learning, 20(3), 80-101.

Tang, Y. W,, Fan, J. R, Pang, J. W., & Zhong, S. C. (2019). Research on precision
training strategies of information-based teaching ability of regional primary
and secondary School teachers under the concept of humanistic service.
China Educational Technology, 394, 113-119. In Chinese

Teng, Y. (2017). EFL teachers' knowledge of technology in China: Issues and
challenges. Preparing foreign language teachers for next-generation
education, 23-37.

Thanh Pham, T. H., & Renshaw, P. (2015). Formative assessment in Confucian

heritage culture classrooms: activity theory analysis of tensions,

71



contradictions and hybrid practices. Assessment & Evaluation in Higher
Education, 40(1), 45-59. https://doi.org/10.1080/02602938.2014.886325

Temte, C. E. (2019). MOOC:s in teacher education: institutional and pedagogical
change?. European Journal of Teacher Education, 42(1), 65-81.

Trading Economics. (2022). China - Secondary Education, Teachers.
https://tradingeconomics.com/china/secondary-education-teachers-wb-
data.html

UNESCO. (2023). Sustainable Development Goals: Percentage of female teachers
by teaching level of education:
https://data.uis.unesco.org/index.aspx?queryid=3801

Wang, J. (2024). In-Service teachers’ perceptions of technology integration in
English as a foreign language classrooms in China: A Multiple-Case
Study. ECNU Review of Education, 7(2), 333-356.

Wang, Q., Chen, B., Fan, Y., & Zhang, G. (2018). MOOCs as an alternative for
teacher professional development: Examining learner persistence in one
Chinese MOOC. Beijing, China: Peking University.
https://hdl.handle.net/20.500.12381/398

Wei, L., & Fan, D. L. (2018). The application of MOOCs to teacher training in China:
Potential, possible problems and countermeasures. In Information, Computer
and Application Engineering (pp. 1057-1060). CRC Press.

Yan, H. (2009). Teacher training in China and a practical model: e-Training
Community (eTC). Campus-Wide Information Systems, 26(2), 114-121.

Yao, J. J., Li, J. J., din, S. T., & Pan, J. J. (2019). Research on teacher’s teaching
transformation and development in technology integrated classroom. China

Educational Technology, 386, 37—-47.

72



Ye, J., Zhu, X., & Lo, L. N. (2019). Reform of teacher education in China: A survey of
policies for systemic change. Teachers and teaching, 25(7), 757-781.

Yen, Y. C., Hou, H. T., & Chang, K. E. (2015). Applying role-playing strategy to
enhance learners’ writing and speaking skills in EFL courses using Facebook
and Skype as learning tools: A case study in Taiwan. Computer Assisted
Language Learning, 28(5), 383-406.

Zeng, W. (2022). An empirical research on China’s policy for ICT integration in Basic
Education from 1988 to 2021. Educational technology research and
development, 70(3), 1059-1082.

Zhang, J., Sziegat, H., Perris, K., & Zhou, C. (2019). More than access: MOOCs and
changes in Chinese higher education. Learning, Media and Technology,
44(2), 108-123.

Zhang, W., & Bray, M. (2021). A changing environment of urban education: Historical
and spatial analysis of private supplementary tutoring in China. Environment
and Urbanization, 33(1), 43-62.

Zhao, W. (2024). A study of the impact of the new digital divide on the ICT
competences of rural and urban secondary school teachers in
China. Heliyon, 10(7). https://doi.org/10.1016/j.heliyon.2024.e29186

Zou, B. (2013). Teachers' support in using computers for developing students’
listening and speaking skills in pre-sessional English courses. Computer

Assisted Language Learning, 26(1), 83-99.

73



Appendix I. Questionnaire on Computer-Assisted Language
Learning (CALL) and Teaching English Speaking and Writing Skills

You are being invited to participate in a research study entitled, “Exploring Teaching
Methodologies for ICT in K-12 ELT Classrooms” (ELAINE project).

The purpose of this research study is to understand how secondary school teachers
of English in China learn and use Computer-Assisted Language Learning (CALL),
particularly for teaching speaking and writing skills. It also asks you questions about
your digital literacy skills and how online teacher training courses should be
designed. It will take you approximately 15-20 minutes to complete. Your
participation in this study is entirely voluntary and you can withdraw at any time.

We believe there are no known risks associated with this research study; however,
as with any online related activity the risk of a breach is always possible. To the best
of our ability your participation in this study will remain confidential, and only
anonymized data will be published. We will minimize any risks by anonymizing the
data, protecting the data with passwords, and destroying the data within five years of
the end of the project.

| understand that by completing this questionnaire, | consent to be part of this
research study:

Yes, | agree (proceed to question 1)
No, | disagree (end questionnaire)
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Section A: Background Information

Please tick the appropriate answer. * indicates an answer is required.

1.

7.

Gender:*

Male

Female

Other (please specify)

Age:*

18- 25

26 - 35

36 - 45

46 - 55

56 - 60

60 or older

Highest Education Qualification:*
Bachelor’s degree

Master’s degree

Doctoral degree

Other

Years of Teaching Experiences:* .......... Years

English language proficiency:*
Please tick the appropriate band for each of the four skills.

Skills

Level

English Major
Band 8

English Major
Band 4

College
English Test
Band 6
(CET®6)

College
English Test
Band 4
(CET4)

Other

Reading

Writing

Speaking

Listing

School Location*
Tick one:

Urban area

Rural area

Please specify the name of the city/town/village:* ..........ccoooiiiiiin.

Have you undertaken teacher training on a MOOC before:*
Yes
No
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Section B: Accessibility to Technological Resources

For each item, please tick the appropriate boxes, yes or no, and whether you

have home and/or school access.

No. Iltems Yes | No If yes, please indicate
Access from Home Access from School

8. | have access to a computer
9. | have access to the Internet
10. I have access to a smartphone
11. | have access to a Learning

Management System (LMS)
12. | have access to a printer

Section C: CALL Technologies

Please indicate your opinion of using CALL technologies in teaching speaking and
writing by putting a tick in the box: ‘I cannot use it’, ‘| can use it to a limited degree’, ‘I

can use it satisfactorily’, ‘l can use it well’, ‘| can use it very well’.

Please tick the appropriate box.

Items I cannot | | can use | can use it Ican | lIcan
use it ittoa satisfactorily use use it
limited it very
degree well well
13. Computer
14. Internet browsers

15.

Microsoft Word

16.

Microsoft PowerPoint

17.

Spreadsheet applications e.g.,
Microsoft Excel

18.

Database applications e.g.,
Microsoft Access

19.

Multimedia applications e.g.,
audio and video players of
Windows

20.

Graphics applications (e.g.,
Adobe lllustrator or Photoshop)

21.

Web page authoring software

22.

Programming languages

23.

Virtual reality

24.

Blogs
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25.

Learning Management System
(LMS) software e.g., Canvas,
Moodle

26.

Electronic dictionaries

27.

Artificial intelligence (Al) e.g.,
ChatGPT, Quillbot, Grammarly

28.

Search engines

29.

Online conferencing applications.

e.g., Zoom or Teams

30.

Language games

31.

Programme for Special
Educational Need and
Disabilities (SEND)

32.

Grammar exercise programmes

33.

Pronunciation programmes

34.

Vocabulary programmes

35.

Language testing programmes

36.

Google Docs

37.

Interactive whiteboards

38.

Smartphones

39.

Podcasts

40.

Speech recognition software

41.

Animation software
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Section D: Experience Using CALL for Teaching Speaking

Please rate your experiences with computer-assisted language learning (CALL) for
teaching speaking by putting a tick next to one of the following statements: ‘Strongly
Disagree’, ‘Disagree’, ‘Neutral’, ‘Agree’ or ‘Strongly Agree’.

Please tick the appropriate box.

Items Strongly | Disagree | Neutral | Agree | Strongly
Disagree Agree

42. The use of CALL in my teaching of speaking
is motivational for the students.

43. | am clear about the purpose of using CALL in
my teaching of speaking.

44, | feel ready to use CALL in my teaching of
speaking.

45. Through the use of CALL, my students can
improve their speaking skills.

46. CALL helps me teach speaking more
efficiently.

47. | have sufficient time to integrate CALL into
my teaching of speaking.

48. The integration of CALL in my speaking
lessons is challenging.

49, | am frustrated because | am not trained to
integrate CALL into my teaching of speaking.

50. | am overwhelmed because there are
numerous CALL resources for teaching speaking
to choose from.

51. | can demonstrate how to use CALL in
support of speaking.

52. CALL helps me to teach speaking effectively.

53. CALL helps me to teach speaking
innovatively.

54. CALL reduces my workload for teaching
speaking.

55. CALL improves my instructional approaches
and strategies for teaching speaking.

56. CALL increases my access to authentic
speaking materials.

57. CALL increases my students’ attendance in
my speaking class.

58. 1 do not use CALL because my students lack
the language level to use technology.

59. I do not use CALL in my speaking class
because | lack training with technology.

60. | do not use CALL because | lack problem-
solving sKills.
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Section E: Experience Using CALL for Teaching Writing

Please rate your perceptions of your experiences with CALL for teaching writing by
putting a tick next to one of the following statements: ‘Strongly Disagree’, ‘Disagree’,

‘Neutral’, ‘Agree’ or ‘Strongly Agree’.

Please tick the appropriate box.

Iltems

Strongly
Disagree

Disagree

Neutral

Agree

Strongly
Agree

61. The use of CALL in my teaching of writing is
motivational for the students.

62. | am clear about the purpose of using CALL
in my teaching of writing.

63. | feel ready to use CALL in my teaching of
writing.

64. Through the use of CALL, my students can
improve their writing skills.

65. CALL helps me teach writing more
efficiently.

66. | have sufficient time to integrate CALL into
my teaching of writing.

67. The integration of CALL in my writing
lessons is challenging.

68. | am frustrated because | am not trained to
integrate CALL into my teaching of writing.

69. | am overwhelmed because there are
numerous CALL resources for teaching writing
to choose from

70. | can demonstrate how to use CALL in
support of writing.

71. CALL helps me to teach writing effectively.

72. CALL helps me to teach writing innovatively.

73. CALL reduces my workload for teaching
writing.

74. CALL improves my instructional approaches
and strategies for teaching writing.

75. CALL increases access to authentic writing
materials.

76. CALL increases my students’ attendance in
my writing class.

77.1do not use CALL because my students lack
the language levels to use technology.

78. 1 do not use CALL in my writing class
because | lack training with technology.

79. 1 do not use CALL because | lack problem-
solving skills.
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Section F: Massive Open Online Course (MOOC) Readiness

Please indicate your opinion of using each of the following by putting a tick in the box:
‘Strongly Disagree’, ‘Disagree’, ‘Neutral’, ‘Agree’ or ‘Strongly Agree’.

Please tick the appropriate box.

Iltems

Strongly
Disagree

Disagree

Neutral

Agree

Strongly
Agree

80. | am able to learn from various
instructional formats like text, video,
podcasts, online discussions and video
conferencing.

81. | can take notes from online course
materials.

82. | can answer online questions.

83. I can use a digital library.

84. | can follow online instructions.

85. | find learning online is valuable for
my professional development needs.

86. | am confident that | can perform
well in an online MOOC.

87. | am confident in using online
systems and applications for my
professional development.

88. | can establish learning goals and
study plans independently.

89. | can commit the time needed to
complete a MOOC successfully.

90. | am able to undertake online
examinations.

91. | am ready to enrol in a professional
development MOOC.
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Section G: Factors Important for Designing MOOCSs

This section asks you to identify the specific features that are important for designing
an online teacher training course. Please indicate your opinion of using each of the
following by putting a tick in the box: ‘Strongly Disagree’, ‘Disagree’, ‘Neutral’, ‘Agree’
or ‘Strongly Agree’.

Please tick the appropriate box.

Items Strongly | Disagree | Neutral | Agree Strongly
Disagree Agree

92. The online MOOC content should
encourage me to manage my time on
learning activities myself.

93. | would like to annotate learning
content.

94. 1 would like to be able to choose
alternative pathways through the
learning content.

95. The content should encourage me
to think critically about the learning
materials.

96. Interaction with other learners is
important for my own learning.

97. Interaction with tutors is important
for my own learning.

98. Being able to choose learning
activities that match my own level of
expertise is important.

99. Activities that enable me to reflect
on my own learning are important.
100. It is important to earn a badge or
certificate on completing the course.
101. Video content is essential for my
learning.

102. Learning activities should provide
flexibility for me to complete them.
103. Activities should be assessed by
tutors.

104. Activities should be self-
assessed.

105. Peer assistance is important.

106. An orientation to an online
training course is essential prior to
starting.

107. Providing feedback after the
course has finished is essential.

We would like to conduct follow-up interviews with some teachers to provide
additional information. Questions will be sent to you via email to complete by text.
This should take about 30 minutes of your time. If you would like to volunteer to be
interviewed, we would be very grateful.

Thank you for your participation!
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Appendix Il. Participant Consent Form

ELAINE PROJECT (Exploring Teaching Methodologies for ICT in K-12 ELT
Classrooms)

ELAINE JH (K-12 ELT if% ICT 3 HEHEE)

Research Ethics Committee Reference Number: 24/EDN/002
HoticEE RS ERYRE 24/EDN/002

If you are happy to participate, please complete and sign the consent form below:

MBI E 2, BHEEIEE L TRES:

Please
tick
B4

1. | I confirm that | have read the information sheet (version 1) for the above study, or it has
been read to me. | have had the opportunity to consider the information, ask questions and
have had these answered satisfactorily.

T E RS LRFZEREER G5 1) , B ARERERERZEEL, HAIE
BEREXLER, RHPE, FOEIREEEL.,

2. | lunderstand what taking part in the study involves.
T TS 5T ERIN A,

3. | I consent voluntarily to be a participant in this study and understand that | can refuse to
answer questions | can withdraw from the study at any time, without giving a reason and
without penalty or my legal rights being affected.

BHEREZEANZE, JFFHARTLHESEA TR, Forl URERIRHATZE, Jofs i e
H, AR BTG ATRA G AL,

4. | I understand who will have access to the personal data provided, how the data will be
stored and what will happen to the data at the end of the project.

T T REEA OB RIS B AN AR, SR TEE )7 LR IR H 45 A B om0,

5. | lunderstand that my information may be subject to review by responsible individuals from
the partners in the project for monitoring and audit purposes.

T ARG ETRERZBIH SRR ARMESE, DU TEEMET,

6. | | agree for my contact details to be stored for the purpose of contacting me about future YES
studies and | understand that agreeing to be contacted does not oblige me to participate in
any further studies.

F I E AR 17 R HIFRFRNG L, LUERL S I 5 BB Ry IR BT, [ BRI
H AT TS — AP HIDFIE,

NO

7. | lunderstand that personal data will be retained beyond the duration of the study.
BTN NBBHER TR 48 31 fm R B,

8. | lunderstand that parts of the interview will be used verbatim in future publications or
presentations and that all efforts will be made to ensure | cannot be identified in reports or
any further outputs.

THA, E4 RN EIRE T2 B T E A RGN, DFRE PR —1)
IR RAEIR B ST AT LA AR TP ROA R

9. | | agree to take part in this study. [ & S MK IARFZE,

Data Protection. Any personal information we collect and use to conduct this study

will be processed in accordance with data protection law as explained in the
Participant Information Sheet and the Privacy Notice for Research Participants.
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https://www.ljmu.ac.uk/legal/privacy-and-cookies/external-stakeholders-privacy-policy/research-participants-privacy-notice

BARGRAP « FA TR IF AN ZE MR F AT S N B R PR AP AT
REt, #0255 ERER N HES 5 H RIS

Name of Participant Date Signature

For participants unable to sign their name, mark the box instead of signing
TESAHZ 5%, BIETENTANEEA4,

| have witnessed the accurate reading of the consent form with the potential
participant and the individual has had the opportunity to ask questions. | confirm that
the individual has given consent freely

TINE T G ES 58 IR RFEBER, a5 62R0, i
W2 58 EH REORFE,

Name of Investigator Date Signature
BB NG A Hi - B4
Name of Person taking consent Date Signature
(if different from investigator)

FEBEE NS - BLH HH B4
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Appendix Ill. Participant Information Sheet

ELAINE PROJECT (Exploring Teaching Methodologies for ICT in K-12 ELT
Classrooms)

Research Ethics Committee Reference Number: 24/EDN/002
Mot EERSERYR 5 24/EDN/002

We are researchers based at Liverpool John Moores University in the UK and South
China Normal University in China. We are doing some research funded by the British
Council on understanding the factors that are important when designing an online
teacher education professional development course (in this context a MOOC or
massive open online course) on teaching speaking and writing skills in English using
computer-assisted language learning (CALL).

AV SEE BT 290 FE /R M R A An o [(E R YRV R 2RI FE N R, FRATIEAE 34 [E] 5T
LB IR R —LE0T%8, LT IERTHEAZBIT AT T W A RERE (XRIEW
/& MOOC B RHUE e L RFR) BY, (A RALHEINE S 2> (CALL) ZdRiE
B SR RERY R 4,

Before you decide if you would like to take part, it is important to understand what
the study is about, why we are doing it and what it would involve for you. Please read
and think about this leaflet carefully. Please feel free to talk to your family, friends, or
the researchers about it if you want.

ERRERTS 52N, BEIRE T XTI N A RATHF R 5
U J 1 2 3K LR S S AT AP B B BB . i SRR, B
SSEIZRN S A TN Bt i o

1. Why are we doing this research? F&{i1R+4 T BIXTHFE ?

Research is a way we try to find out the answers to questions. We want to explore
the barriers, challenges and strategies used by high school teachers of English in
China in teaching speaking and writing. We aim to do interviews with teachers about
their opinions on these subjects.

WFFE AN B RIBE A0 — R 7 2 el A 2 ERsR h [ b A3 B 20MAE 1B
BAEZA BB R, mIRAIPEERIAE RO, T8 B AR X ZOM T,
T RTINS X B A,

2. Why have | been invited to participate? Rft4 &5 ?

This study asks high school teachers of English in China to participate based on their
experience.

AHIEFCIR I AR RE TR H R ahZ S

3. Do | have to take part? FXmSHMIG 2
No - it is up to you. We will ask you to sign a form to say that you agree to take part.
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We will give you a copy of this information sheet and your signed form to keep. You
are free to stop taking part at any time during the research without giving a reason,
by telling the researcher.

A, REERTE. RANSEEAE MR 5T, RrBRESm. R&5E—0
RE BRMRBE AR, IEE2BRE. EURdfEd, &arpEn e iE2 560
7, A ERBEN ARIAT, JER v B .

4. What will happen to me if | take part? Z0ERBMEKEL?

If you agree to take part you will be invited to complete an interview by writing
answers to a series of questions.

You will first complete a questionnaire. At the end you will be asked if you would like
to volunteer to participate in a written interview. If you wish to do so, a researcher will
send you a list of questions for you to complete in your own time. You will then be
asked to return the answers. You will be given this information sheet to be kept and
asked to think about it and sign a written consent form. The interview questions may
take you 30 to 60 minutes to complete.

WIRIETE SN, Pl T ek, B E — RN B, EHHE —
B, T T2 8RG8 1 ] A2 P S B S TS I v - AR, TN
RS ERIE— 17 R I, PRI E CHIN e . e, R R[]
B MINR DG G BRLELGBRA T, HEREZGIE— I E 17 T s
TS TR T e i 2 30 £ 60 7

5. Will I be photographed or video/audio recorded and how will the recorded
media be used? REGXFHRERBRE, UKZEHRIEARWMAER 2

The interview will consist of open-ended questions.
TR R T B D) @A

6. What happens to the results of the study? #FF &R ERE?

The information you provide during the study is the research data. Any research data
from which you can be identified (e.g. from identifiers such as your name, date of
birth, audio recording etc.) is known as personal data. Your participation in this study
will involve the collection/use of personal data. We will keep all information about you
safe and secure. People who do not need to know who you are will not be able to
see your personal data. Your data will have a code number instead. Once we have
finished the study, we will keep some of the data so we can check the results. We
will write our reports in a way that no-one can work out that you took part in the
study.

LETEWTER BT 15 BB TEE T, (T AT ORI EG (R AR (IR
1A, A RH, REFIRGEE) BHEFNTINEL, ESGAWIE LR A
WEHIIEI E ST, Bl T2 2 (R BRI 15 6 T 7 BB AR AN ST P
HI Ay RIS — M 5. LA AT, Bl T PR BT 2 s,  LUE
MELZR, Fell IEHEGIR G2 LU EAIANAE 25 T XTI,
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7. What are the disadvantages of taking part? 2IAL B &FH LR FZ 8 2
There are no disadvantages to taking patrt.

ST H AT TR <

8. What are the benefits of taking part? ZINAIN B AR RAT 24 ?

The benefits are that we will be able to understand how the challenges facing high
school English teachers when teaching writing and speaking using CALL and when
using an online professional development course (or MOOC) to learn about these
skills.

BIFMAAFRTE, FNTIFREDE THE T F R IEE IR R B ERI &R, LIRE
EIEZ T I RIEIRFE (2 MOOC) 7 XLt gERT it I HI Bk A%

9. What if | don’t want to take part in the research anymore? ZIRFHAHEBF S

R T ELT?

Just tell the people carrying out the research that you do not want to take part. You
do not have to give a reason and no one will be annoyed with you. It is YOUR
choice.

HiG e FFEN T TES N, BT FF I, ARG AT, A H
CHIEFE,

10. Who is organising and funding the research? AR Ff1EBHX IR R ?
This project has been organised by Prof Michael Thomas of Liverpool John Moores
University, UK and Prof Liu Xiaobin from South China Normal University in China
with funding from the British Council in the UK.

I 27 R A0 40 0 B R B K 2 )00 e R -8 B U AN [ e g T R S R K e
FRAARILFH L, It o E A 2 et s .

11. Who has reviewed the study? XIFEHEE AR ?

The project has been approved by the in-country Research Ethics Committee in of
the UK partner and other partners in the project who will be collecting data in this
project in line with institutional requirements. %3 H B 3545 9% [E & 1E 0k £E E BT 748
PR Lo At tE, 50 H R F A S VR AR R 42 BT BERAE % 0 H Ul il

12. What if there is a problem or something goes wrong? EA @@k H T 245

EBLN?
Please tell us if you are worried about any part of this study, by contacting the
Principal Investigator (contact details below under point 14).

A RAESS AT FERIEAER 0 R BIFE I, BECRETEMIZER (BRI R 3CF 14
;If_?'\) o

13. Data Protection EdElk&E
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Liverpool John Moores University is the data controller with respect to your personal
data. Information about your rights with respect to your personal data is available

from:

PAIEZREAEE S PN o3 I = § i b s | E R s S U E SN 6w 1 eI

B, ATMELT 53R EY
https://www.ljmu.ac.uk/legal/privacy-and-cookies/external-stakeholders-privacy-
policy/research-participants-privacy-notice

Thank you for reading this — please ask us any questions if you need to.

B P BT~ I E AT I, 5 i EefTHE T
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Appendix IV. Interview Protocol

ELAINE Project: Interview Protocol
ELAINE I B: iR HHY

Interview Guide 1Ai%$g5I

We are conducting research funded by the British Council on understanding the
factors that are important when designing an online teacher education professional
development course (in this context a MOOC or massive open online course) on
teaching speaking and writing skills in English using computer-assisted language
learning (CALL).

HMNEAFRAZEEDIEBATE, UTHRERITESBINSE T W ARIRE
(LLSA%E MOOC B AHIEFMKAELIRIE) N, FIRAUHENHEESF> (CALL)
ERFTEBEOEMEFRENEEZERS,

This interview asks you to reflect on a) your use and understanding of computer-
assisted language learning (CALL) and teaching speaking and writing, b) what is
important in terms of the design of an online teacher professional development
course (or MOOC), and c) the needs and challenges faced by female teachers
studying for an online course in a rural area of China.

APRERERR : a) ENUHENHEEESFS (CALL) LUKRRBEMSELRFHE
FRMERE ; b) RITELZMETWARIRRE (3 MOOC) MEEEX ; c) EHERH
Hh R 5 )7 2 IRFERI L BN T/ K FIE IR R BR AR .

Please complete all questions. Please give detailed answers where prompted.
FEEMADR, FRTR BF4EE,

Section A: Background Information E—#% : HSS{ER
Please tick the appropriate answer. 155 EERAMEE,

1. Gender 45!
Male 5B
Female &

Other (please specify) Hth (i&;FEA)

2. Age Fi&:
18- 25
26 - 35
36 - 45
46 - 55
56 - 60
60 r older
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3. Highest Education Qualification &&= 7:
Bachelor’s degree %+
Master’'s degree it

Doctoral degree &+
Other Efth

4. Years of Teaching Experiences #i%: Years

5. English language proficiency Zi& /K :
Please tick the appropriate band for each of the four skills. 157 PRk sEA+E

N HERFT 4
Skills Level /K
B
English English College College Other
Major Major English English Hith
Band 8 Band 4 Test Test
HiEL HIEE Band 6 Band 4
(CETS6) (CET4)
LA e P P
BARE EmR
Reading
%
Writing
=
Speaking
i
Listening
el

6. School Location
FRATTEHD -
Tick one &) #t—In:
Urban area i Xis
Rural area RFTX8

Please specify the name of the city/town/village

1533 BASR T /38 sR/ A FE &

7. Have you undertaken teacher training on a MOOC before:
BWLRTRE ST MOOC M mkzil
Yes/ No



Section B: Questions on CALL %% : 2T EHEBIES %S (CALL) Ay
il
Please complete your answers in full sentences, writing in as much detail as you

can. Please do not use single word answers. We are interested in your detailed
replies.

BRI IRE, FRATREGRFM, B2 HBEANTRE, AR AR
BARSEK R,

8. How would you describe the level of your skills in computer-assisted language
learning (CALL) in teaching speaking?

M EEEOEBRFHRERATENHEENESF S (CALL) #IEHREKFE?

9. How would you describe the level of your skills in CALL in teaching writing?
N BCAESERERFERAHENEESFS (CALL) HIEREKT?

10. Please explain what types of CALL you use to teach speaking. Why do you
use them?

BIRGRAEOEBHERERTHLERERMIFTAR (CALL) , URAHLERE
(g

11. Please explain what types of CALL you use to teach writing. Why do you use
them?

BIRRBAESERFRERTHLEERME AR (CALL) , URAHLERE
1

12. Do you see any barriers to integrating CALL in the English language
classroom for teaching speaking? If yes/no, what are they?

ANNEERBRZFRERBEA (CALL) HTAEBERFZRMHLERE 2 NEE/

%A, 2w

13. Do you see any barriers to integrating CALL in the English language
classroom for teaching writing? If yes/no, what are they?

TINAEEIBRERFERZA (CALL) BTBEELFEEHLERIB? MRE/
"E, B

14. Have you found any strategies that enhance your learning experience while
undertaking a teacher training MOOC for professional development?

#EZIHNEII MOOC REBLURIAT W ARIKMITRES, BEEANEHLEK
RE BT LR FHERZF K 2

15. How do you assess the quality of the content provided in teacher training
MOOC:s for professional development purposes?
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16.

17.

18.

19.

20.

21.

22.

23.

24,

25.

NS LR WA RN B IR E0TIE Il MOOC RIEFTIREN B E 2

How do you stay motivated and engaged throughout the duration of a teacher
training MOOC for professional development?

EEZMNEAZINEI MOOC BT W ARIEHRFRREMS 5L 2

What are the most important design factors for you when enrolling in a
teacher training MOOC to support the teaching of speaking?

FEEMS BT EI MOOC UXEFOIBHEN, WERZREZEMNRITRER

P2 /N

What are the most important design factors for you when enrolling in a
teacher training MOOC to support the teaching of writing?

MBS IMEONEYI MOOC UXHEEHZN, NERIEKEEMRITER

P R/

Do you think that female teachers in rural areas have enough resources to
enroll in a teacher training MOOC? If yes/no, please explain.

WAARM R L HNE BB RRREA S MM MOOC 15 2

Do you think that female teachers in rural areas have enough computer skills
to enroll in a teacher training MOOC? If yes/no, please explain.

TANRA R LZZITH BB BB EER S Mm% I MOOC 15 2

What are the specific needs for female teachers in rural areas to complete a
teacher training MOOC?

RAT R ZHOMFE R ZT I MOOC HIEARFERZM 4 ?

What are the unique challenges for female teachers in rural areas to complete
a teacher training MOOC?

T RF R LMY, TR MOOC AL imbFrdkaL 2

How does the digital gap between urban and rural areas affect rural female
teachers' entrance to a teacher training MOOC?

2 2 Bl 2= IR AN el F2 R K A X BUM It A S n#mEll MOOC 2

Do you think a teacher training MOOC could adequately address the diverse
needs and skill levels of female teachers in rural areas? Why or why not?

AR IMEE MOOC IREZ AT Fe 4 R AT IR & UMM F AR A A
KTF 2 944 2

What are the most important design factors for female teachers in rural areas
to enroll in a teacher training MOOC?

KRR ZH TS MBI MOOC REEMIRITERZEMH L ?
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26. For female teachers in rural areas, what are the specific benefits of using a
teacher training MOOC compared to traditional forms of professional
development?

NFRAMRAEZBITRY, SEAMTWAREXMEL, ERZDE]
MOOC EMiLE B (K475 2

27. What suggestions would you offer MOOC providers to assist rural female
teachers in overcoming challenges and enhancing their online learning
experience?

&% MOOC RIEfRtEAMLZ I, UMMKNLZEINRREXE, RAEL
FIEK?

28. What are the benefits of increasing rural female teachers' participation in a
teacher training MOOC?

TE R ZHITX BT MOOC RIZEMS 5B H LT 2

Thank you for your time. Please contact me if you have any questions, concerns, or
additional information to share prior to our next communication.

A MR SRR B ERRInIR, MREEEMER, RS mE e, BE TRIE
AT R,
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Appendix V. MOOC Evaluation Questionnaire

(ANTHEEIRFHDEESEHS) FRFEAERS
MOOC Course Evaluation Survey:
Al-Assisted Speaking and Writing Teaching

EEREIM
e

ZIEB R U NEIOBIR EAE B AR EENZE” (ELAINE TE) AIpFZEIn B
W) — TS, ZAWF5E S E R QR R T KPR e /R - FES i Edz fn s [E R
EERIREPNE LIPS € B

AHFZERD B O T fi v [ TR ST B ZOm an {2 S Fnfl i RALE BhE S S
(CALL) , RILEfENIBFGAERRRECY: i, DBRNE FERETEE TSR
CNTRERE RO NIB 5 5EZY) FRRE A, MZMBEEOMM LN, TZ
DR KLATHEE 10 75080, S 5ARMEA R BER, HaThEitRH,

BATARARF AT ; R, GAATELE G —AE, EmikeE
PN B AR TATE, Tl e R KRS I XHE S B AR e RE I as ks, (NRAEA L
FEE, s BdEaREA L, BBRAPEIEL AR H 4 35 1A N R HGER
G, XUB R 2 A A,

NGBS AW AT eSO, FTBR
TR, SERRBIRRIERERFES 5
[, (A0 1
RAE, HRDE
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Hello!

This questionnaire is part of the research project “Exploring Teaching Methodologies
for ICT in K-12 ELT Classrooms” (ELAINE project).

The purpose of this research is to understand how secondary school teachers of
English in China learn and use Computer-Assisted Language Learning (CALL),
particularly for teaching speaking and writing skills. The content of the questionnaire
mainly focuses on your experience after completing the MOOC course titled Al-
Assisted English Speaking and Writing Teaching. It will take you approximately 10
minutes to complete. Your participation in this study is entirely voluntary and you can
withdraw at any time.

We believe there are no known risks associated with this research study; however,
as with any online related activity the risk of a breach is always possible. To the best
of our ability your participation in this study will remain confidential, and only
anonymized data will be published. We will minimize any risks by anonymizing the
data, protecting the data with passwords, and destroying the data within five years of
the end of the project.

| understand that by completing this questionnaire, | consent to be part of this
research study:

Yes, | agree (proceed to question 1)
No, | disagree (end questionnaire)

94



By ERER

Section 1: Background Information

[E kA SEE S HA—T] Please tick the appropriate answer.

1. 5! Gender :

B Male
% Female

Hith (iB:FBH) Other (please specify)

2. F i Age:

18 - 25
26 - 35
36 - 45
46 - 55
56 - 60
60 LL_E 60 or older

3. m@#M Highest Education Qualification:

=+ Bachelor's degree
fii+ Master's degree

&+ Doctoral degree
H fth Other

4. Zi Years of Teaching Experiences: £ Years

5. BRTFTE & Current Teaching Stage :

INZE Primary School
# Junior High School
=t Senior High School

6. BPIRIER! School Type:

/N3L Public
FAIL Private

7. ZBAIE School Location:
W Urban area

R#¥f Rural area
BREEHH/RMNA:
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Please specify the name of the city/town/village:
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8. BMZAIRBATERIR (MOOC) #3JMI4 7 ? Have you previously taken
MOOCs (Massive Open Online Courses)?
= Yes
& No

9. EBMAMRREIN, BN REDRIVEAHBEELINIRREREEN?
Before taking this MOOC, how familiar were you with Computer-Assisted
Language Learning tools mentioned in the course?

UTEHMBEGERRREZIMNN T ENEEESFE>S (CALL) TEMRAEBEE,
BFREEFAEEFBERN—T, EXRXFRENTFLR MEIESHA  HILRE
A, “HEAT K. "RERBRT. "REER. "RIRAMER",

Please select the level that fits your experience with CALL (Computer-Assisted
Language Learning) tools before this course. The scale has five levels from left to right:
‘| cannot use it’, ‘I can use it to a limited degree’, ‘| can use it satisfactorily’, ‘l can use
it well’, ‘l can use it well’.

BERS— o
® 2T |
R BF=ER | Icanuseit | BERBET | HER | 7
N | cannot to a | can use it | can A
Item use it limited satisfactorily | useit | can
degree well use it
well

1. XA¥EFIE (40 Apple Dictation )
Text-to-Speech tools (e.g., Apple Dictation)
2. Al LB TE (40 EISA Speak)

Al Speaking Assessment tools (e.g., ELSA
Speak)

3 AILESIIES) TE (40 MondlyVR)

Al Virtual Reality tools (e.g., MondlyVR)

4. Al IR HLZ A (40 DeepSeek)

Al Chatbots (e.g., DeepSeek)

5 Al NS TR

Al Virtual Tutoring tools

6. BERIECAETE (40 Grammarly)
Grammar and Vocabulary Checker (e.g.,
Grammarly)

7. AIREIE (40 QuillBot)

Al paraphrasing tools (e.g., QuillBot)
8. AIBSENTE (30 NoRedink)
Al-Adaptive Tools(e.g., NoRedInk)

10. & EHATRT AR TR R RIR ? (BiERH)
Which of the following technology resources can you currently use? (Multiple
choices)

EEEFHL Smartphone
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FHREBAX Tablet

N AN ZEICA PC or laptop

T2 ERIM L& Stable internet connection

FR/EAIR AR E Teaching equipment provided by school/institution

AIAIDIFER Al HZ28%4E (30 Grammarly, MondlyVR Z) Access and use Al

teaching software (e.g., Grammarly, MondlyVR)
Hith Other:

B _ERr MRRRENR 5 SRR

Section 2: Evaluation of MOOC Course Content and Structure

BIEXA M FRARENA S-S, £ HEEARRE “REE" ‘i, “FH
BEC R R T REN T A,
Please rate your agreement with the following statements about the course content
and structure on a scale from "Strongly Disagree" to "Strongly Agree."

[EiEFra e F1E 0 —I] Please tick the appropriate answer.

FE FHE
=] TRZ FEE kv FZE FE
Item Strongly | Disagree | Neutral | Agree | Strongly

Disagree Agree

1. BTARKREHEMERER (A5
FIRA, VR, GAEHE)) SIS
SRR UIAR G,

| think the topics of each course module

(e.g., Speech-to-Text, VR, writing aids) are
closely related to my teaching practice.

2. RANRBNAIEHEICHHE G- SKPRN
2 BEREN T B AR A .

| think the course content balances theory

and practical application well.

3. FANRERTAER A TH (I
Apple Dictation, Grammarly %) SCH

‘“:Egio
| think the Al tools introduced in the course
(e.g., Apple Dictation, Grammarly) are very
practical.
4. UL SIS T R
| think the provided videos are easy to

understand.
5 I ERERA R (A S
T8

| think the connections between different
modules are clear.
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BE=Hy RRERNZEIER

Section 3: Learning Experience on the MOOC platform

B A M FRA LSRR HH T, (£ FER AR “REE

“IEH R R THENFT A,

“qji[—:”\

uﬁ%“ugﬁ

Please rate your agreement with the following statements regarding your learning
experience on the MOOC platform. on a scale from "Strongly Disagree" to "Strongly

Agree."
[EiRPra A F1E 0 —I1] Please tick the appropriate answer.

F=E FE
=] TRE TREE th3r BAE mE
ltem Strongly Disagree Neutral Agree | Strongly

Disagree Agree

1. FIAKMOOCH-E 1k A EE,
I think the MOOC platform is user-friendly.

2. FIARNRLEECFOINKE IS, YHE T
o T3

I think the instructional videos are easy to

understand.

3. FRERMFRBNURFE VTR, dnsh R e
£

I can easily find course resources such as

external software links.

4. FUNNRBIRETHENZEE (NieiE, ¥
EX) , ABFHREEMFPIELR,
I think the course provides interactive spaces

(e.g., peer forums, discussion boards) that help
me communicate with other learners.
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BIUER Sy : R A JE X BARMBIE S % I NEE
Section 4: Attitudes Toward CALL After Using the MOOC

BRI S fa W E ARG 5 7 IS TN, 1E “FEREARRE". “NEE".

“hE, C[RETEC IR RERI T HEN T 4,

Please rate your agreement with the following statements about your attitude toward

CALL after taking the course on a scale from "Strongly Disagree" to "Strongly Agree."
[HEERBERFSEE 5B —T] Please tick the appropriate answer.

FEE FHE
= TRE rEE 2kva SIS RE
ltem Strongly Disagree Neutral Agree Strongly

Disagree Agree

1. IRy SIE, A M SRR WTE
W BT ASEB OB LR
MondlyVR. ELSA Speak) #4T#%%.
After the MOOC, | feel interested in further
exploring Al-assisted oral tools (e.g., MondlyVR,
ELSA Speak) in teaching.

2. ZIERYCIE, MA@ PRR A
W EATH A SELR (
Grammarly. QuillBot) HHT#(%.

After the MOOC, | feel interested in further

exploring Al-assisted oral tools (e.g., MondlyVR,

ELSA Speak) in teaching.

3. AN AIEINEBTE (WBHFTME, VR

%>)) HEARIFENEREINE T,
| believe Al speaking tools (e.g., speech
assessment, VR practice) have the potential to
improve students' speaking skills.

4. TR AIBEEETE WMBENE, K5
W) BARTHEIRRIAIE T,

| believe Al writing tools (e.g., grammar checkers,
paraphrasing tools) have the potential to improve
students' writing skills.

5. WUAMHEAR THBAG PR S5 5] @
TR 77

| believe using CALL tools have the potential to

stimulate students' interest and motivation to

learn.

6.  FUNMEHEARTHERGW AR K2R
MME TR

| believe CALL tools have the potential to meet the

personalized learning needs of students at

different proficiency.

7. REKIOREAS T FIRF 6 H MOOC,

Network issues hindered my smooth use of the
MOOC.

8. R THREMEVEAL Al LRMEEME.
| find it difficult to evaluate the teaching value of Al
tools.

9. IR ES T HME LR IR BB P St .
Some tools introduced in the course are difficult to
implement in my teaching environment.

BRIy : FERRAES ) Ja BN 1B
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Section 5: Application of MOOC Course Content in Practice

VB ISR 2 3 Ja A SRR B T il A R AR O H R T A R B AT ™A, A “FEW

AE REE,

“[RIEE IR [FIR R T HEN AT 4,

Please rate your likelihood of applying the technology tools from the course in your

teaching practice on a scale from "Strongly Disagree" to "Strongly Agree."

[HEERBERSEE 5B —D] Please tick the appropriate answer.

3=
Item

EHE
TRE
Strongly
Disagree

ENG-
Disagree

Lk
Neutral

RE
Agree

FEE
FE
Strongly
Agree

1. ZhFERyslE, Relt—PRERE
Al fiBhITE T H (40 Apple
Dictation) T H & #%.

After the MOOC, | will explore

incorporating speech-to-text tools (eg

Apple Dictation) further for teaching

speaking.

2. ZhERY G, RPN
Al 5BV EETE (dn Grammarly) ¥
AT HHEH

After the MOOC, | will explore

incorporating speech assessment tools

(eg ELSASpeak) further for teaching

speaking.

3. ZEERYCIE, ot BREH
RALES A (40 DeepSeek) [ifH T
H W #s

After the MOOC, | will explore

incorporating virtual reality (eg MondlyVR)

further for teaching speaking.

4.  After the MOOC, | will explore
incorporating chatbots (eg Gemini)
further for teaching speaking.

5. ZhEmRE)E, et B HREk
VBT H (i Grammarly) 3]
THEHF

After the MOOC, | will explore

incorporating virtual tutors (eg

Speak&lmprove) further for teaching

speaking.

6. ZMER¥EE, ke PREE
I T A (I MondlyVR) 2
THEHY.

After the MOOC, | will explore

incorporating grammar and vocabulary

checkers (eg Grammarly) further for
teaching writing.

7. BhERE)E, Rt B RER
EEH AT A (in Apple
Dictation) RifT H ¥ #H %

After the MOOC, | will explore

incorporating chatbots (eg DeepSeek)

further for teaching writing.

8. ZER¥E, Rl DRRK
Al JE U 5 T BN T H O #eF
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After the MOOC, | will explore
incorporating paraphrasing tools (eg
Quillbot) further for teaching writing.

9. ZhERY G, Hait— PR
Al iEF 3L (41 ELSA Speak) KA
T HEHY

After the MOOC, | will explore

incorporating virtual tutors (eg

Write&lmprove) further for teaching

writing.

10. After the MOOC, | will explore
incorporating adaptive tools (eg
NoRedInk) further for teaching
writing.

11, FINATATER S SR IR & W 45

S ARG TR A,
Reflecting on my experience of completing
the MOOC, | think my teaching
environment’s equipment and network
conditions hinder the use of technology
tools.

12, FAARFFHEARTE5IA w3 T
(BRI RN EEFER

X&O

Reflecting on my experience of completing
the MOOC, | think integrating technology
tools with existing teaching activities
(lesson prep, teaching, assessment) is
difficult.

13. FIARFAETRESK AT EEES
Z (ML BEFR) MMELIEESZ,
Reflecting on my experience of completing

the MOOC, | think students may find
technology tools hard to accept due to
complicated operations (e.g., multi-step
login).

14, FAHEREEZL “BRTE +#517
ol b[E e SUR

To implement what | have learned, | will

need to have more "technology tool +

teaching scenario” integration cases.

15, Fefir LIRG AL E PEAE ST Al 200
XF,

To implement what | have learned, | hope

to receive support from

school/administrators for Al-assisted

teaching.

16. RAEHBMHEHEREEFEFE T
WAL AL

To implement what | have learned, | will

need a teacher community or resource

platform to facilitate sharing experiences.
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NESY - R v IR R = 5t
Section 6: MOOC Course Impact and Feedback

[E kA SEE S HA—T] Please tick the appropriate answer.

1. &A% MOOC KA (AR . TAXZR) BRI R?

How satisfied are you with the overall design of this MOOC (content, flow, tool
support)?

k% AN[F & Strongly Disagree

N[ & Disagree

#1537, Neutral

[ = Agree

4k [A] & Strongly Agree

2. AN RET AR (HEH)

Which parts of the course do you find most valuable? (Multiple choice)
Al T E.IhiE K AE 48 Introduction to Al tool functions and roles

Al T_H.25f Examples of Al tools

i Al T2 APk X 72 2 T Challenges and precautions in using Al tools
Al ZUF- 26 oR Al teaching case studies

Ji R4 351 Suggestions for future teaching

11E[X. Discussion boards
Hoph, Other:

3 WA RREPRIA BRI R (L&)

Which parts of the course do you find least valuable? (Multiple choice)
Al T EIhae & AER 48 Introduction to Al tool functions and roles

Al T Bz Examples of Al tools

i Al T EAOPkEx & 12 2T Challenges and precautions in using Al tools
Al #5252 7R Al teaching case studies

Ji SR Suggestions for future teaching

11E[X. Discussion boards
Hofh, Other:

4. EXRBUABMEIN ? (ZEH)

What improvements would you suggest for the course? (Multiple choice)
RUEEZHENXAMNE MNEFEZEE. WIE) . Provide more interactive
opportunities (e.g., live Q&A, discussions)

iR EiEm, BETIEMME., Add Chinese operation guides to lower tool
barriers
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BN NF A KRR, FHBEAEHRF LM, Include more examples of
students’ actual use to help understand teaching implementation

Hit Other:

GRS 5.
Thank you for your participation!
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