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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 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 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 MOOCs 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 MOOCs.  
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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 
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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 AI 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 AI teaching case studies as the most valuable 

part followed by examples of AI 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 MOOCs; adding Chinese operation guides to lower tool barriers; 
and providing more opportunities for interactive communication, e.g., live 
question, 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 (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 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 MOOCs 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 (MOOCs), 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 (Tømte, 2019). 

 Several factors influence the design of CALL teacher training MOOCs. 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 MOOCs 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 (Tømte, 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 

MOOCs. In response to this, this study aimed to explore the factors that are 

important for the design of sustainable CALL teacher training MOOCs 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 MOOCs in rural areas?  

In what follows, this report provides a review of relevant research literature (Part II), 

outlines the methodology of the study (Part III), 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 17th 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. MOOCs 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 MOOCs.  

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 MOOCs 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 MOOCs 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 

MOOCs 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 MOOCs, 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 MOOCs 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 

MOOCs 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 



 22 

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 MOOCs 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 MOOCs 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 MOOCs 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 

MOOCs 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 MOOCs 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 MOOCs. 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 

MOOCs 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 MOOCs 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 

MOOCs, 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 MOOCs 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 MOOCs 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 (Bostancıoğlu & Handley, 2018, p. 575) 

 

Bostancıoğlu and Handley (2018), Gonçalves and Osório (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 

(Gonçalves & Osório, 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.  
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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 

qualitative data equally, collect both concurrently, and facilitate the comparison of 

outcomes from both analyses. The study aimed to answer two main research 

questions:  

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 MOOCs 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 

quantitative 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 

 

3.4 Data collection instruments 

A questionnaire (see Appendix I) and semi-structured interview schedule (see 

Appendix IV) 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 

Items Cronbach's 
Alpha 

N of 
Items 

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

.972 29 

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 

qualitative 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 

quantitative 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 

questionnaire 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 
collection 
methods 

Sampling 
strategies 

Sample 
size 
 

Male% Female 
% 

Others 
% 

Urban % Rural % 

Online 
questionnaire 
survey 

Simple 
random  

303 23 
(7.6%) 

278 
(91.4%) 

2 
(0.7%) 

174 
(57.2%)  

129  
(42.4%) 

Semi-
structured 
interviews 

Purposive 
Sampling  

20 2 
(10%) 

18 (90%)  19 
(95%) 

1 
(1%) 
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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. 
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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 Artificial Intelligence and the Generative English Classroom 

 
Ten videos were designed by the LJMU project team to introduce teachers to using 

AI to help the teaching of writing and speaking skills. Five videos were created to 

support the use of AI 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 
23 (7.6%) 

Female 
278 (91.4%) 

Other 
2 (0.7%) 

 303 
(100%) 

Age 18–25 Years 
18 (5.9%) 

26–35 Years 
114 (37.5%) 

36–45 Years 
131 (43.1%) 

46–55 Years 
40 (13.2%) 

303 
(100%) 

Highest 
Education 
Qualification 

Bachelor  
163 (53.6%) 

Master  
55 (18.1%) 

Doctoral  
4 (1.3%) 

Other 
81 (26.6%) 

303 
(100%) 

Years of 
Teaching 
Experiences 

Minimum 
1 

Maximum 
43 

Mean 
14.10 

 303 
(100%) 

 

School 
Location 

Urban 
174 (57.2%)  

Rural 
129 (42.4%) 

  303 
(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 

 
Skills 

Level Total 

English 
Major 

Band 8 

English 
Major Band 

4 

College 
English 

Test Band 6 
(CET6) 

College English 
Test Band 4 

(CET4) 

Other  

Reading 144 
(47.4%) 

45 (14.8%) 36 (11.8%) 35 (11.5%) 43 
(14.1%) 

303 
(100%) 

Writing 130 
(42.8%) 

56 (18.4%) 36 (11.8%) 39 (12.8%) 42 
(13.8%) 

303 
(100%) 

Speaking 123 
(40.5%)  

58 (19.1%)  40 (13.2%) 37 (12.2%) 45 
(14.8%)  

303 
(100%) 

Listing 130 
(42.8%) 

51 (16.8%)  42 (13.8%)  36 (11.8%)  44 
(14.5%)  

303 
(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:  

I 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.  

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

I 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 I 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, I 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 I feel ready to use CALL in my teaching of speaking and writing 

 

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 

 

Figure 4.5 CALL increases my access to authentic speaking and writing 
materials 

 

 
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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I 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) 
 
I can use Tencent online documents, mind mapping, and social 
apps to establish … class groups for teaching writing. I 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: 

I 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) 
 
I have used OpenAI’s website and AI 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 I am able to learn from various instructional formats like text, video, 
podcasts, online discussions and video conferencing 

 

 
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 

 

 

Figure 4.8 Video content is essential for my learning 

 

 

Data from the follow-up interviews identified several factors that were particularly 

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 MOOCs: 

I think they have sufficient resources because MOOCs only require 
a computer or mobile phone, which is very convenient. (PT14) 

1.3% 0.7%

22.0%

51.0%

24.7%

0%

10%

20%

30%

40%

50%

60%

Strongly
Disagree

Disagree Neutral Agree Strongly Agree

0.3% 0.7%

15.8%

53.6%

29.3%

0%

10%

20%

30%

40%

50%

60%

Strongly
Disagree

Disagree Neutral Agree Strongly Agree



 45 

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) 

I think female teachers in rural areas have enough resources to 
sign up for teacher training MOOCs 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: 

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

I 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: 

I 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: 

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

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

have to teach and care for their families. 

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

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

interfere with teachers’ work-life balance. 

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

lifestyles. 

• 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 MOOCs. The following points summarise their 

responses: 

• MOOCs can facilitate the reduction of educational disparities between urban 

and rural regions. 

• Such courses potentially extend opportunities for rural female teachers to 

acquire specialised knowledge and enhance their expertise. 

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

experience if they have opportunities to participate in MOOCs.  

• 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 
5 (9.4%) 

Female 
47 (88.7%) 

Other 
1 (1.9%) 

 53 
(100%) 

Age 18–25 Years 
6 (11.3%) 

26–35 Years 
28 (52.8%) 

36–45 Years 
15 (28.3%) 

46–55 Years 
4 (7.5%) 

53 
(100%) 

Highest 
Education 
Qualification 

Bachelor  
24 (45.3%) 

Master  
27 (50.9%) 

Doctoral  
2 (3.8%) 

 53 
(100%) 

Years of 
Teaching 
Experience 

Minimum 
0 

Maximum 
36 

Mean 
6.56 

 53 
(100%) 

Current 
Teaching 
Stage 

Junior High 
School 

17 (32.1%) 

Primary 
School 

5 (9.4%) 

Senior High 
School 

31 (58.5%) 

 53 
(100%) 

School Type Private 
1 (1.9%) 

Public 
52 (98.1%) 

  53 
(100%) 

School 
Location 

Urban 
44 (83.0%)  

Rural 
9 (17.0%) 

  53 
(100%) 

 

Teachers’ evaluation of the MOOC is shown in Table 4.4. Items 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 

Items Strongly 
disagree 

(%) 

Disagree 
(%) 

Neutral 
(%) 

Agree 
(%) 

Strongly 
agree (%) 

Mean 

Evaluation of MOOC course content 
and structure 

 

1. I think the topics of 
each course module 
(e.g., Speech-to-Text, 
VR, writing aids) are 
closely related to my 
teaching practice. 

5.7 5.7 5.7 34.0 49.1 4.1 

2. I think the AI tools 
introduced in the 
course (e.g., Apple 
Dictation, Grammarly) 
are very practical. 

7.5 3.8 1.9 37.7 49.1 4.1 

3. I think the provided 
videos are easy to 
understand. 

5.7 5.7 1.9 35.8 50.9 4.2 

4. I think the connections 
between different 
modules are clear 

5.7 3.8 5.7 35.8 49.1 4.1 

Overall mean    4.1 

Learning experience on the MOOC platform 

5. I think the MOOC 
platform is user-
friendly. 

5.7 3.8 5.7 49.1 35.8 4.2 

6. I think the instructional 
videos are easy to 
understand. 

1.9 3.8 1.9 37.7 54.7 4.3 

7. I can easily find 
course resources such 
as external software 
links. 

1.9 5.7 11.3 39.6 41.5 4.1 

8. I think the course 
provides interactive 
spaces (e.g., peer 
forums, discussion 
boards) that help me 
communicate with 
other learners. 

1.9 7.5 5.7 39.6 45.3 4.1 

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. 
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Table 4.5 Attitudes toward CALL after using the MOOC 

Items Strongly 
disagree 

(%) 

Disagree 
(%) 

Neutral 
(%) 

Agree 
(%) 

Strongly 
agree (%) 

Mean 

1. After the MOOC, I feel 
interested in further 
exploring AI-assisted 
oral tools (e.g., 
MondlyVR, ELSA 
Speak) in teaching. 

0.0 0.0 3.8 45.3 50.9 4.4 

2. After the MOOC, I feel 
interested in further 
exploring AI-assisted 
writing tools (e.g., 
Grammarly, QuillBot) 
in teaching. 

0.0 0.0 1.9 43.4 54.7 4.5 

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

0.0 0.0 1.9 45.3 52.8 4.5 

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

0.0 0.0 3.8 45.3 50.9 4.4 

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

0.0 0.0 9.4 39.6 50.9 4.4 

6. I believe using CALL 
tools has the potential 
to meet the 
personalised learning 
needs of students at 
different proficiency. 

0.0 0.0 7.5 41.5 50.9 4.4 

7. Network issues 
hindered my smooth 
use of the MOOC. 

7.5 20.8 15.1 37.7 18.9 3.3 

8. I find it difficult to 
evaluate the teaching 
value of AI tools. 

3.8 26.4 32.1 24.5 13.2 3.1 

9. Some tools introduced 
in the course are 
difficult to implement 
in my teaching 
environment. 

7.5 15.1 24.5 35.8 17.0 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 

Items Strongly 
disagree 

(%) 

Disagree 
(%) 

Neutral 
(%) 

Agree 
(%) 

Strongly 
agree (%) 

Mean 

1. After the MOOC, I will 
explore incorporating 
speech-to-text tools 
(e.g., Apple Dictation, 
iFLYTEK) further for 
teaching speaking. 

0.0 0.0 5.7 43.4 50.9 4.4 

2. After the MOOC, I will 
explore incorporating 
AI speech 
assessment tools 
(e.g., ELSASpeak, 
liulishuo) further for 
teaching speaking. 

0.0 0.0 5.7 49.1 45.3 4.3 

3. After the MOOC, I will 
explore incorporating 
AI virtual reality (e.g., 
MondlyVR) further for 
teaching speaking. 

0.0 1.9 13.2 45.3 39.6 4.2 

4. After the MOOC, I will 
explore incorporating 
AI chatbots (e.g. 
Gemini, doubao) 
further for teaching 
speaking. 

0.0 0.0 3.8 41.5 54.7 4.5 

5. After the MOOC, I will 
explore incorporating 
AI virtual tutors (e.g., 
Speak&Improve, 
doubao intelligent 
agent) further for 
teaching speaking. 

0.0 1.9 7.5 49.1 41.5 4.3 

6. After the MOOC, I will 
explore incorporating 
grammar and 
vocabulary checkers 
(e.g., Grammarly, 
youdao) further for 
teaching writing. 

0.0 0.0 7.5 45.3 47.2 4.3 

7. After the MOOC, I will 
explore incorporating 
AI chatbots (e.g., 
DeepSeek, Kimi) 
further for teaching 
writing. 

0.0 0.0 3.8 49.1 47.2 4.4 
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Items Strongly 
disagree 

(%) 

Disagree 
(%) 

Neutral 
(%) 

Agree 
(%) 

Strongly 
agree (%) 

Mean 

8. After the MOOC, I will 
explore incorporating 
AI paraphrasing tools 
(e.g., Quillbot) further 
for teaching writing. 

0.0 0.0 7.5 52.8 39.6 4.3 

9. After the MOOC, I will 
explore incorporating 
AI virtual tutors (e.g., 
Write&Improve, pigai) 
further for teaching 
writing.  

0.0 1.9 3.8 52.8 41.5 4.3 

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

0.0 1.9 15.1 45.3 37.7 4.1 

11. Reflecting on my 
experience of 
completing the 
MOOC, I think my 
teaching 
environment’s 
equipment and 
network conditions 
hinder the use of 
technology tools. 

5.7 11.3 13.2 47.2 22.6 3.6 

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

7.5 7.5 26.4 37.7 20.8 3.5 

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

3.8 17.0 15.1 45.3 18.9 3.5 

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

0.0 0.0 3.8 47.2 49.1 4.4 
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Items Strongly 
disagree 

(%) 

Disagree 
(%) 

Neutral 
(%) 

Agree 
(%) 

Strongly 
agree (%) 

Mean 

15. To implement what I 
have learned, I hope 
to receive support 
from 
school/administrators 
for AI-assisted 
teaching. 

0.0 0.0 3.8 47.2 49.1 4.4 

16. To implement what I 
have learned, I will 
need a teacher 
community or 
resource platform to 
facilitate sharing 
experiences. 

0.0 0.0 3.8 47.2 49.1 4.4 

Overall mean   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. AI 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 % 

AI teaching case studies 47 88.6 

Examples of AI tools 43 81.1 

Introduction to AI 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 AI 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 

(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.') 

13 24.52 

Challenges and precautions in using AI tools 12 22.64 

Introduction to AI tool functions and roles 12 22.64 

Recommendations for free online resources 11 20.75 

Examples of AI tools 10 18.86 

AI 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 

implementation. 

49 92.4 

Add Chinese operation guides to lower tool barriers 27 50.9 

Provide more interactive opportunities (e.g., live Q&A, discussions) 22 41.5 

Other (without providing further details) 01 1.8 

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 MOOCs is learners' access to technological resources (Romero-Frías, 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 MOOCs. 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 MOOCs, 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 MOOCs, 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 (Gonçalves & Osório, 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 (AI), 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.  
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Finally, 75.7% of teachers mentioned that MOOCs 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 

MOOCs 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 MOOCs, e.g., 



 59 

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 

questions 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. 
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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 MOOCs: To ensure teachers 

have access to effective CPD through MOOCs, enrolment policies in China should 

be reviewed. Revisions to simplify the permission process and support teachers are 

recommended.  



 63 

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 MOOCs.  

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 MOOCs, 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.  
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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.  
 
I understand that by completing this questionnaire, I consent to be part of this 
research study: 
 
Yes, I agree (proceed to question 1) 
No, I disagree (end questionnaire) 
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Section A: Background Information   
Please tick the appropriate answer. * indicates an answer is required. 
 
1. Gender:* 

Male 
Female 
Other (please specify) 
 

2. Age:*  
18 - 25  
26 - 35  
36 - 45  
46 - 55  
56 - 60  
60 or older 
 

3. Highest Education Qualification:* 
Bachelor’s degree 
Master’s degree 
Doctoral degree 
Other 
 

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

5. 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 
(CET6) 

College 
English Test 

Band 4 
(CET4) 

Other 

Reading      

Writing      

Speaking      

Listing       

 
6. School Location* 

Tick one: 
Urban area  
Rural area 
 
Please specify the name of the city/town/village:* ................................. 

 
7.  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. Items Yes No If yes, please indicate  

Access from Home Access from School 

8. I have access to a computer     

9. I have access to the Internet      

10. I have access to a smartphone     

11. I have access to a Learning 
Management System (LMS)  

    

12. I 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’, ‘I can use it to a limited degree’, ‘I 
can use it satisfactorily’, ‘I can use it well’, ‘I can use it very well’. 

 
Please tick the appropriate box. 

 
Items I cannot 

use it 
I can use 
it to a 
limited 
degree 

I can use it 
satisfactorily 

I can 
use 
it 
well 

I can 
use it 
very 
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 Illustrator 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 (AI) 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 

Disagree Neutral Agree Strongly 

Agree 

42. The use of CALL in my teaching of speaking 

is motivational for the students. 

     

43. I am clear about the purpose of using CALL in 

my teaching of speaking. 

     

44. I 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. I have sufficient time to integrate CALL into 

my teaching of speaking.  

     

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

     

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

     

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

     

51. I 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. I 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 I lack training with technology. 

     

60. I do not use CALL because I 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. 
 

Items Strongly 

Disagree 

Disagree Neutral Agree Strongly 

Agree 

61. The use of CALL in my teaching of writing is 

motivational for the students. 

     

62. I am clear about the purpose of using CALL 

in my teaching of writing. 

     

63. I 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. I have sufficient time to integrate CALL into 

my teaching of writing.  

     

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

     

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

     

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

     

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

     

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

     

79. I do not use CALL because I lack problem-
solving skills. 

     

 
 
 
 
 
 



 80 

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.  

 
Items Strongly 

Disagree 

Disagree Neutral Agree Strongly 

Agree 

80. I am able to learn from various 

instructional formats like text, video, 

podcasts, online discussions and video 

conferencing. 

     

81. I can take notes from online course 

materials. 

     

82. I can answer online questions.      

83. I can use a digital library.      

84. I can follow online instructions.      

85. I find learning online is valuable for 

my professional development needs.  

     

86. I am confident that I can perform 

well in an online MOOC. 

     

87. I am confident in using online 

systems and applications for my 

professional development. 

     

88. I can establish learning goals and 

study plans independently. 

     

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

     

90. I am able to undertake online 
examinations. 

     

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

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 

Disagree Neutral Agree Strongly 

Agree 

92. The online MOOC content should 

encourage me to manage my time on 

learning activities myself. 

     

93. I would like to annotate learning 

content. 

     

94. I 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 II. Participant Consent Form 
 
 

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

ELAINE项目（K-12 ELT 课堂 ICT教学方法的探讨） 

 
Research Ethics Committee Reference Number: 24/EDN/002 

研究伦理委员会审批编号: 24/EDN/002 

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

如果您愿意参加，请填写并签署以下同意书: 

 
  Please 

tick 

请打勾 

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

我确认我已阅读上述研究的信息表（第 1 版），或研究人员已向我宣读该信息表。我有机会

考虑这些信息，提出问题，并已得到满意答复。 

 

2.  I understand what taking part in the study involves. 

我了解所参与研究的内容。 

 

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

我自愿同意参与本研究，并明白我可以拒绝回答问题，我可以随时退出研究，无需说明理

由，也不会受到处罚或影响我的合法权益。 

 

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. 

我了解谁有权访问所提供的个人数据、数据的存储方式以及项目结束后数据的去向。 

 

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

我明白我的信息可能会受到项目合作伙伴负责人员的审查，以进行监督和审计。 

 

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

我同意保存我的详细联系信息，以便就今后的研究与我联系。同时我明白，同意被联系并不

意味着我必须参加任何进一步的研究。 

YES NO 

7.  I understand that personal data will be retained beyond the duration of the study. 

我了解个人资料将在研究结束后继续保留。 

 

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

我明白，在今后的出版物或报告中将会逐字逐句地使用采访的部分内容，研究者将将尽一切

努力确保我不会在报告或任何其他成果中被认出来。 

 

9.  I agree to take part in this study. 我同意参加这项研究。  

 
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.  

https://www.ljmu.ac.uk/legal/privacy-and-cookies/external-stakeholders-privacy-policy/research-participants-privacy-notice
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数据保护：我们为开展本研究而收集和使用的任何个人信息都将按照数据保护法进行

处理，详见 "参与者信息表 "和 "研究参与者隐私声明"。 

 
Name of Participant    Date   Signature 
 
 
For participants unable to sign their name, mark the box instead of signing 

无法签名的参与者，请在方框内打勾代替签名。 

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

我见证了与潜在参与者一起准确阅读同意书的过程，并且该参与者有机会提问。我确

认该参与者已自由表示同意。 

 
Name of Investigator   Date   Signature 

调查人员姓名：    日期：  签名： 

 
Name of Person taking consent  Date   Signature 
(if different from investigator) 

同意书签署人姓名：陈光伟  日期：  签名： 
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Appendix III. Participant Information Sheet 
 

ELAINE PROJECT (Exploring Teaching Methodologies for ICT in K-12 ELT 
Classrooms) 
 
Research Ethics Committee Reference Number: 24/EDN/002 

研究伦理委员会审批编号: 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). 

我们是英国利物浦约翰摩尔斯大学和中国华南师范大学的研究人员。我们正在英国文

化协会的资助下开展一些研究，以了解在设计在线教师教育专业发展课程（这里指的

是 MOOC 或大规模开放在线课程）时，使用计算机辅助语言学习（CALL）教授英语

口语和写作技能的重要因素。 

 
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. 

在您决定是否参与之前，重要的是要了解这项研究的内容、我们开展这项研究的原因

以及您参与这项研究的意义。请仔细阅读并思考这份说明书。如果您愿意，请随时与

您的家人、朋友或研究人员讨论。 

 

1. Why are we doing this research? 我们为什么开展这项研究？ 

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.   

研究是我们试图找出问题答案的一种方式。我们希望探索中国中学英语教师在口语和

写作教学中遇到的障碍、面临的挑战和使用的策略。我们的目标是对教师进行访谈，

了解他们对这些主题的看法。 

 

2. Why have I been invited to participate? 为什么邀请我参加？ 

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

本研究邀请中国中学英语教师基于自己的经验和经历参与。 

 

3. Do I have to take part? 我必须参加吗？ 

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.  

不，这取决于您。我们会请您在一份表格上签字，表示您同意参加。我们会给您一份

这份信息表和你签名的表格，请您妥善保管。 在研究过程中，您可以随时停止参与研

究，只需告知研究人员即可，无需说明理由。 

 

4. What will happen to me if I take part? 如果我参加会发生什么? 

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.   

如果您同意参加，我们将邀请您完成访谈，书面回答一系列问题。首先，您将填写一

份问卷，在问卷的最后您将被询问是否愿意自愿参加书面访谈。如果您愿意，研究人

员会向您发送一份访谈问题清单，供您利用自己的时间完成。然后，您将被要求交回

答案。研究人员会将这份信息表交给您保存，并要求您考虑一下并签署一份书面知情

同意书。完成访谈问题可能需要 30 到 60 分钟。 

 

5. Will I be photographed or video/audio recorded and how will the recorded 

media be used? 我是否会被拍照或录像/录音，以及录制的媒体将如何使用？ 

The interview will consist of open-ended questions.  

访谈由开放性问题组成。  

 

6. What happens to the results of the study? 研究结果会怎样? 

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.  

您在研究期间提供的信息就是研究数据。任何可以识别您身份的研究数据（例如您的

姓名、出生日期、录音等识别信息）都被称为个人数据。您参与本研究将涉及个人数

据的收集/使用。我们将妥善保管您的所有信息。不需要知道您是谁的人将无法看到您

的个人数据。您的数据将有一个代码编号。研究结束后，我们将保留部分数据，以便

检查结果。我们在撰写报告时不会让任何人知道您参与了这项研究。 
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7. What are the disadvantages of taking part? 参加本项目会有什么不利之处？ 

There are no disadvantages to taking part.  

参加本项目没有任何不利之处。 

 

8. What are the benefits of taking part? 参加本项目的益处是什么？ 

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.  

这样做的好处是，我们将能够了解中学英语教师在使用技术教写作和口语时，以及在

使用在线专业发展课程（或 MOOC）学习这些技能时所面临的挑战。 

 

9. What if I don’t want to take part in the research anymore? 如果我不想再参加

研究了怎么办？ 

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. 

只需告诉研究人员您不想参加。您无需说明理由，也不会有人因此而生气。这是您自

己的选择。 

 

10. Who is organising and funding the research? 组织和资助这项研究的是？ 

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. 

该项目由英国利物浦约翰摩尔斯大学的迈克尔-托马斯教授和中国华南师范大学的刘晓

斌教授共同组织，并由英国文化协会提供资助。 

 

11. Who has reviewed the study? 这项研究的审查人是？ 

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. 该项目已获得英国合作伙伴国内研究伦

理委员会的批准，项目中的其他合作伙伴也将按照机构要求在该项目中收集数据。 

 

12. What if there is a problem or something goes wrong? 如果有问题或出了差错

怎么办? 

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

如果您对本研究的任何部分感到担忧，请联系首席研究员（联系方式见下文第 14 

点）。 

 

13. Data Protection 数据收集 
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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:  

利物浦约翰摩尔斯大学是您个人数据的数据控制者。有关您在个人数据方面的权利信

息，可从以下网站获取： 

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. 

感谢您的阅读--如有任何问题，请向我们提出 

 
 
 
 
 
  

https://www.ljmu.ac.uk/legal/privacy-and-cookies/external-stakeholders-privacy-policy/research-participants-privacy-notice
https://www.ljmu.ac.uk/legal/privacy-and-cookies/external-stakeholders-privacy-policy/research-participants-privacy-notice
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Appendix IV. Interview Protocol 
 

ELAINE Project: Interview Protocol 

ELAINE 项目: 访谈协议 

 
 

Interview Guide 访谈指引 

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). 

我们正在开展由英国文化协会资助的研究，以了解在设计在线教师教育专业发展课程

（此处指 MOOC 或大规模开放式在线课程）时，利用计算机辅助语言学习（CALL）

教授英语口语和写作技能的重要因素。 

 
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.  

本访谈要求您反思：a) 您对计算机辅助语言学习（CALL）以及口语和写作教学的使

用和理解；b) 设计在线教师专业发展课程（或 MOOC）的重要意义；c) 在中国农村

地区学习在线课程的女教师的需求和面临的挑战。 

 
Please complete all questions. Please give detailed answers where prompted. 

请填写所有问题。如有提示，请详细回答。 

 

Section A: Background Information  第一部分：背景信息 

Please tick the appropriate answer. 请勾选正确的答案。 

 

1. Gender 性别: 

Male 男  

Female 女 

Other (please specify) 其他（请注明） 

2. Age 年龄:  

18 - 25  

26 - 35  

36 - 45   

46 - 55  

56 - 60  

60 r older 

https://www.google.com/imgres?imgurl=https%3A%2F%2Fwww.khipu-networks.com%2Fwp-content%2Fuploads%2FUnisa-Logo-1.jpg&imgrefurl=https%3A%2F%2Fwww.khipu-networks.com%2Fcompany%2Fcase-studies%2Funisa_phaas%2Fattachment%2Funisa-logo-1%2F&tbnid=e7sq73KASKlqfM&vet=12ahUKEwiL7Z_ihtT8AhUbkycCHSKVBZoQMygBegUIARDcAQ..i&docid=dlbPUtQGmZz1nM&w=1493&h=853&q=unisa%20logo&client=firefox-b-d&ved=2ahUKEwiL7Z_ihtT8AhUbkycCHSKVBZoQMygBegUIARDcAQ
https://www.google.com/imgres?imgurl=https%3A%2F%2Fwww.khipu-networks.com%2Fwp-content%2Fuploads%2FUnisa-Logo-1.jpg&imgrefurl=https%3A%2F%2Fwww.khipu-networks.com%2Fcompany%2Fcase-studies%2Funisa_phaas%2Fattachment%2Funisa-logo-1%2F&tbnid=e7sq73KASKlqfM&vet=12ahUKEwiL7Z_ihtT8AhUbkycCHSKVBZoQMygBegUIARDcAQ..i&docid=dlbPUtQGmZz1nM&w=1493&h=853&q=unisa%20logo&client=firefox-b-d&ved=2ahUKEwiL7Z_ihtT8AhUbkycCHSKVBZoQMygBegUIARDcAQ
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3. Highest Education Qualification最高学历: 

Bachelor’s degree 学士 

Master’s degree 硕士   

Doctoral degree 博士 

Other 其他 

 

4. Years of Teaching Experiences教龄: _____ Years  

 

5. English language proficiency英语水平:  

Please tick the appropriate band for each of the four skills. 请在四种技能的相

应方框内打勾 

Skills 技

能 

Level 水平 

English 

Major 

Band 8 

英语专

业八级 

English 

Major 

Band 4 

英语专

业四级 

College 

English 

Test 

Band 6 

(CET6) 

大学英

语六级 

College 

English 

Test 

Band 4 

(CET4) 

大学英

语四级 

Other 

其他 

Reading 

读 

     

Writing 

写 

     

Speaking 

说 

     

Listening 

听 

     

 

6. School Location  

学校所在地： 

Tick one勾选一项: 

Urban area城市区域 __ 

Rural area农村区域 ___ 

 

Please specify the name of the city/town/village  

请注明城市/城镇/村庄名称:____________________________ 

 
7. Have you undertaken teacher training on a MOOC before: 

您以前是否参加过 MOOC 的教师培训 

 Yes / No 
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Section B: Questions on CALL第二部分：关于计算机辅助语言学习（CALL）的问

题 

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. 

请用完整的句子作答，并尽可能写得详细。请勿使用单个字作答。我们对您的详细回

答很感兴趣。 

 
8. How would you describe the level of your skills in computer-assisted language 

learning (CALL) in teaching speaking?  

您如何评价自己在口语教学中使用计算机辅助语言学习（CALL）的技能水平？ 

 
9. How would you describe the level of your skills in CALL in teaching writing? 

您如何评价自己在写作教学中使用计算机辅助语言学习（CALL）的技能水平? 

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

use them? 

请您说明在口语教学中使用了哪些类型的技术（CALL），以及为什么使用它

们？ 

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

them? 

请您说明在写作教学中使用了哪些类型的技术（CALL），以及为什么使用它

们？ 

 
12. Do you see any barriers to integrating CALL in the English language 

classroom for teaching speaking? If yes/no, what are they? 

您认为在英语课堂中使用技术（CALL）进行口语教学有什么障碍吗？如果有/

没有，是什么？ 

 
13. Do you see any barriers to integrating CALL in the English language 

classroom for teaching writing? If yes/no, what are they? 

您认为在英语课堂中使用技术（CALL）进行写作教学有什么障碍吗？如果有/

没有，是什么？ 

 
14. Have you found any strategies that enhance your learning experience while 

undertaking a teacher training MOOC for professional development? 

在学习教师培训 MOOC 课程以促进专业发展的过程中，您是否发现有什么策

略可以提 升您的学习体验？ 

 
15. How do you assess the quality of the content provided in teacher training 

MOOCs for professional development purposes? 
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您如何评估以专业发展为目的的教师培训 MOOC 课程所提供内容的质量？ 

 
16. How do you stay motivated and engaged throughout the duration of a teacher 

training MOOC for professional development? 

您是如何在教师培训 MOOC课程的专业发展过程中保持积极性和参与性？ 

 
17. What are the most important design factors for you when enrolling in a 

teacher training MOOC to support the teaching of speaking? 

在注册参加教师培训 MOOC 以支持口语教学时，对您来说最重要的设计因素

是什么？ 

 
18. What are the most important design factors for you when enrolling in a 

teacher training MOOC to support the teaching of writing? 

在注册参加教师培训 MOOC 以支持写作教学时，对您来说最重要的设计因素

是什么？ 

 
19. Do you think that female teachers in rural areas have enough resources to 

enroll in a teacher training MOOC? If yes/no, please explain. 

您认为农村地区的女教师有足够的资源报名参加教师培训 MOOC 吗？ 

 
20. 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.  

您认为农村地区的女教师有足够的计算机技能来参加教师培训 MOOC 吗？ 

 
21. What are the specific needs for female teachers in rural areas to complete a 

teacher training MOOC?  

农村地区女教师完成教师培训 MOOC 的具体需求是什么？ 

 
22. What are the unique challenges for female teachers in rural areas to complete 

a teacher training MOOC? 

对于农村地区的女教师来说，完成教师培训 MOOC 有哪些独特的挑战？ 

 
23. How does the digital gap between urban and rural areas affect rural female 

teachers' entrance to a teacher training MOOC? 

城乡之间的数字差距如何影响农村女教师进入参加教师培训 MOOC？ 

 
24. 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? 

您认为教师培训 MOOC课程能否充分满足农村地区女教师的不同需求和技能

水平？为什么？ 

 
25. What are the most important design factors for female teachers in rural areas 

to enroll in a teacher training MOOC? 

农村地区女教师参加教师培训 MOOC 最重要的设计因素是什么？ 
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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? 

对于农村地区的女教师来说，与传统的专业发展形式相比，使用教师培训 

MOOC 有哪些具体好处？ 

 
27. What suggestions would you offer MOOC providers to assist rural female 

teachers in overcoming challenges and enhancing their online learning 
experience? 

您对 MOOC 课程提供者有哪些建议，以帮助农村女教师克服困难，提升在线

学习体验？ 

 
28. What are the benefits of increasing rural female teachers' participation in a 

teacher training MOOC? 

提高农村女教师对教师培训 MOOC 课程的参与有什么好处？ 

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

感谢您抽出宝贵的时间完成访谈。 如果您有任何问题、疑虑或其他信息，请在下次沟

通前与我联系。 
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Appendix V. MOOC Evaluation Questionnaire  
 

《人工智能支持的口语与写作教学》慕课课程评价调查问卷 

MOOC Course Evaluation Survey:  
AI-Assisted Speaking and Writing Teaching 

亲爱的老师： 

您好!  

该问卷为 “中小学英语课堂信息技术教学法研究”（ELAINE 项目）的研究项目

中的一项调查。该研究由英国利物浦约翰摩尔斯大学的迈克尔・托马斯教授和中国华

南师范大学的刘晓斌教授开展。 

本研究的目的是了解中国中学英语教师如何学习和使用计算机辅助语言学习

（CALL），尤其是在口语和写作技能教学方面。问卷内容主要聚焦于您在学习完该门

《人工智能支持的口语与写作教学》慕课课程后，对该门课程的评价及建议。完成该

问卷大约需要 10分钟。您参与本研究完全是自愿的，且可随时退出。 

我们认为本研究不存在已知风险；不过，与任何在线相关活动一样，数据泄露

的风险始终存在。我们会尽最大努力对您参与本研究的情况严格保密，仅发布匿名化

的数据。我们会通过数据匿名化、密码保护数据以及在项目结束后五年内销毁数据的

方式，将风险降至最低。 

如果您对本研究有任何疑虑或问题，可联系 

我明白，完成此问卷即表示我同意参与本研究： 

同意，回答问题 1 

不同意，结束问卷 
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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 AI-
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.  
 
I understand that by completing this questionnaire, I consent to be part of this 
research study: 
 
Yes, I agree (proceed to question 1) 
No, I disagree (end questionnaire)  
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第一部分：背景信息 

Section 1: Background Information   
 

【请选择符合您自身情况的一项】Please tick the appropriate answer. 

1. 性别 Gender： 

男Male 

女 Female 

其他（请注明）Other (please specify)_____ 

 

2. 年龄 Age:  

18 - 25  
26 - 35  
36 - 45  
46 - 55  
56 - 60  

60 以上 60 or older 

 

3. 最高学历  Highest Education Qualification:  

学士 Bachelor's degree 

硕士 Master's degree 

博士 Doctoral degree 

其他 Other________ 

 

4. 教龄 Years of Teaching Experiences:_______年 Years 

 

5. 目前所教学段 Current Teaching Stage： 

小学 Primary School  

初中 Junior High School  

高中 Senior High School 

 

6. 学校类型 School Type:  

公立 Public 

私立 Private 

 

7. 学校位置 School Location:  

城市 Urban area  

农村 Rural area 

具体填写城市/农村名: ________ 
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Please specify the name of the city/town/village:________  
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8. 您之前是否有过在慕课（MOOC）学习的经历？Have you previously taken 

MOOCs (Massive Open Online Courses)? 

是 Yes 

否 No 

 

9. 在参加本门慕课学习前，您对课程中提到的技术辅助语言学习的工具熟悉程度为? 

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

以下部分调查您在慕课课程学习前对计算机辅助语言学习（CALL）工具的熟悉程度，

请选择符合您自身情况的一项。量表共有五个等级，从左到右分别为：“我不会使

用”、“我使用得一般”、“我使用得还行”、“我会使用”、“我会熟练地使用”。 

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: 
‘I cannot use it’, ‘I can use it to a limited degree’, ‘I can use it satisfactorily’, ‘I can use 
it well’, ‘I can use it well’. 
 

项目 

Item 

我不会使用 

I cannot 
use it 

我使用得一

般 

I can use it 
to a 

limited 
degree 

 

我使用得还行 

I can use it 
satisfactorily 

我会有

效使用
I can 
use it 
well 

我会熟

练地使

用 

I can 
use it 
well 

1. 文本转语音工具（如 Apple Dictation ） 

Text-to-Speech tools (e.g., Apple Dictation) 

     

2. AI口语评估工具（如 ElSA Speak） 

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

     

3. AI虚拟现实）工具（如 MondlyVR） 

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

     

4. AI聊天机器人（如 DeepSeek） 

AI Chatbots (e.g., DeepSeek) 

     

5. AI虚拟辅导工具 

 AI Virtual Tutoring tools 

     

6. 语法及词汇检查工具（如 Grammarly） 

Grammar and Vocabulary Checker (e.g., 
Grammarly) 

     

7. AI改写工具（如 QuillBot） 

AI paraphrasing tools (e.g., QuillBot) 

     

8. AI自适应工具（如 NoRedlnk） 

AI-Adaptive Tools(e.g., NoRedInk) 

     

 
 

10. 您目前可以使用以下哪些技术资源？（多选题） 

Which of the following technology resources can you currently use? (Multiple 
choices) 

智能手机 Smartphone 
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平板电脑 Tablet 

个人电脑或笔记本 PC or laptop 

稳定的网络连接 Stable internet connection 

学校/单位提供的教学设备 Teaching equipment provided by school/institution 

可访问并使用 AI教学软件（如 Grammarly、MondlyVR等）Access and use AI 

teaching software (e.g., Grammarly, MondlyVR) 

其他___________Other: _____________ 

 

第二部分 对慕课课程内容与结构的评价  

Section 2: Evaluation of MOOC Course Content and Structure 
 

请您对本门慕课的课程内容与结构做出评价，在 “非常不同意”、“不同意”、“中立”、“同

意”或 “非常同意”的方框内打勾。 

Please rate your agreement with the following statements about the course content 
and structure on a scale from "Strongly Disagree" to "Strongly Agree." 

【请选择符合您自身情况的一项】Please tick the appropriate answer. 

 

项目 

Item 

非常 

不同意 

Strongly 
Disagree 

不同意
Disagree 

中立 

Neutral 

同意 

Agree 

非常 

同意 

Strongly 
Agree 

1. 我认为本课程的各个模块主题（如语

音识别、VR、写作辅助）与我的教学

实践密切相关。 

I think the topics of each course module 
(e.g., Speech-to-Text, VR, writing aids) are 
closely related to my teaching practice. 

     

2. 我认为课程内容在理论讲解与实际应

用之间达到了良好的平衡。 

I think the course content balances theory 
and practical application well. 

     

3. 我认为课程中介绍的 AI工具（如

Apple Dictation、Grammarly等）实用

性强。 

I think the AI tools introduced in the course 
(e.g., Apple Dictation, Grammarly) are very 
practical. 

     

4. 我认为所提供的学习视频易于理解。 

I think the provided videos are easy to 
understand. 

     

5. 我认为课程的不同模块之间衔接清

晰。 

I think the connections between different 
modules are clear. 
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第三部分  慕课课程的学习体验 

Section 3:  Learning Experience on the MOOC platform 
 

请您对本门慕课的学习体验做出评价，在 “非常不同意”、“不同意”、“中立”、“同意”或 

“非常同意”的方框内打勾。 

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." 

【请选择符合您自身情况的一项】Please tick the appropriate answer. 

项目 

Item 

非常 

不同意 

Strongly 
Disagree 

不同意
Disagree 

中立 

Neutral 

同意 

Agree 

非常 

同意 

Strongly 
Agree 

1. 我认为MOOC平台使用简便。 

I think the MOOC platform is user-friendly. 

     

2. 我认为这些教学视频条理清晰，讲解方式

易于理解。 

I think the instructional videos are easy to 
understand. 

     

3. 我能顺利找到课程资源，如外部软件链接

等。 

I can easily find course resources such as 
external software links. 

     

4. 我认为课程设置了互动空间（如论坛、讨

论区），有助于我与其他学习者交流。 

I think the course provides interactive spaces 
(e.g., peer forums, discussion boards) that help 
me communicate with other learners. 
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第四部分：慕课课程学习后对技术辅助语言学习的态度 

Section 4:  Attitudes Toward CALL After Using the MOOC 
 

请您对课程学习后对技术辅助语言学习的态度做出评价，在 “非常不同意”、“不同意”、

“中立”、“同意”或 “非常同意”的方框内打勾。 

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." 

【请选择符合您自身情况的一项】Please tick the appropriate answer. 

 

项目 

Item 

非常 

不同意 

Strongly 
Disagree 

不同意
Disagree 

中立 

Neutral 

同意 

Agree 

非常 

同意 

Strongly 
Agree 

1. 参加慕课学习后，我有兴趣进一步探索如何在

课堂上使用 AI 辅助口语工具（如 

MondlyVR、ELSA Speak）进行教学。 

After the MOOC, I feel interested in further 
exploring AI-assisted oral tools (e.g., MondlyVR, 
ELSA Speak) in teaching. 

     

2. 参加慕课学习后，我有兴趣进一步探索如何在

课堂上使用 AI 辅助写作工具（如 

Grammarly、QuillBot）进行教学。 

After the MOOC, I feel interested in further 
exploring AI-assisted oral tools (e.g., MondlyVR, 
ELSA Speak) in teaching. 

     

3.  我认为 AI 辅助口语工具（如语音评估、VR 

练习）有具有提升学生口语能力的潜力。 

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

     

4. 我认为 AI 辅助写作工具（如语法检查、改写

建议）具有提升写作水平的潜力。 

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

     

5. 我认为使用技术工具具有激发学生学习兴趣和

积极性的潜力。 

 I believe using CALL tools have the potential to 
stimulate students' interest and motivation to 
learn. 

     

6. 我认为使用技术工具具有满足不同水平学生的

个性化学习需求的潜力。 

I believe CALL tools have the potential to meet the 
personalized learning needs of students at 
different proficiency. 

     

7. 网络问题阻碍了我顺利使用 MOOC。 

Network issues hindered my smooth use of the 
MOOC. 

     

8. 我觉得很难评估 AI 工具的教学价值。 

I find it difficult to evaluate the teaching value of AI 
tools. 

     

9. 课程中部分工具难以在我的教学环境中实施。 

Some tools introduced in the course are difficult to 
implement in my teaching environment. 

     

 
 

第五部分：慕课课程学习后实践应用情况 
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Section 5:  Application of MOOC Course Content in Practice 
 

请您对课程学习后在实际教学中使用课程中的技术工具的应用倾向进行评价，在 “非常

不同意”、“不同意”、“中立”、“同意”或 “非常同意”的方框内打勾。 

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." 

【请选择符合您自身情况的一项】Please tick the appropriate answer. 

 

项目 

Item 

非常 

不同意 

Strongly 
Disagree 

不同意
Disagree 

中立 

Neutral 

同意 

Agree 

非常 

同意 

Strongly 
Agree 

1. 参加慕课学习后，我会进一步探索将 

AI 辅助口语工具（如 Apple 

Dictation）应用于日常教学。 

After the MOOC, I will explore 
incorporating speech-to-text tools (eg 
Apple Dictation) further for teaching 
speaking. 

     

2. 参加慕课学习后，我会进一步探索将 

AI 辅助写作工具（如 Grammarly）应

用于日常教学。 

After the MOOC, I will explore 
incorporating speech assessment tools 
(eg ELSASpeak) further for teaching 
speaking. 

     

3. 参加慕课学习后，我会进一步探索将

聊天机器人（如 DeepSeek）应用于

日常教学。 

After the MOOC, I will explore 
incorporating virtual reality (eg MondlyVR) 
further for teaching speaking. 

     

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

     

5. 参加慕课学习后，我会进一步探索将

写作辅助工具（如 Grammarly）应用

于日常教学。 

After the MOOC, I will explore 
incorporating virtual tutors (eg 
Speak&Improve) further for teaching 
speaking. 

     

6. 参加慕课学习后，我会进一步探索将

虚拟现实工具（如 MondlyVR）应用

于日常教学。 

After the MOOC, I will explore 
incorporating grammar and vocabulary 
checkers (eg Grammarly) further for 
teaching writing. 

     

7. 参加慕课学习后，我会进一步探索将

语音转文本工具（如 Apple 

Dictation）应用于日常教学。 

After the MOOC, I will explore 
incorporating chatbots (eg DeepSeek) 
further for teaching writing. 

     

8. 参加慕课学习后，我会进一步探索将

AI 虚拟辅导工具应用于日常教学。 
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After the MOOC, I will explore 
incorporating paraphrasing tools (eg 
Quillbot) further for teaching writing. 

9. 参加慕课学习后，我会进一步探索将

AI 语音评估（如 ELSA Speak）应用

于日常教学。 

After the MOOC, I will explore 
incorporating virtual tutors (eg 
Write&Improve) further for teaching 
writing.  

     

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

     

11. 我认为我所在教学环境的设备和网络

条件会阻碍技术工具的使用。 

Reflecting on my experience of completing 

the MOOC, I think my teaching 

environment’s equipment and network 

conditions hinder the use of technology 

tools. 

     

12. 我认为将技术工具与现有教学环节

（备课 / 授课 / 评价）结合存在困

难。 

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

     

13. 我认为学生可能会因 技术工具操作复

杂（如多步骤登录）而难以接受。 

Reflecting on my experience of completing 

the MOOC, I think students may find 

technology tools hard to accept due to 

complicated operations (e.g., multi-step 

login). 

     

14. 我希望获得更多 “技术工具 +教学场

景” 的融合案例。 

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

     

15. 我希望获得学校/管理者对 AI教学的

支持。 

To implement what I have learned, I hope 

to receive support from 

school/administrators for AI-assisted 

teaching. 

     

16. 我希望有教师社群或资源平台便于交

流使用经验。 

To implement what I have learned, I will 

need a teacher community or resource 

platform to facilitate sharing experiences. 
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第六部分：慕课课程的影响及反馈 

Section 6:  MOOC Course Impact and Feedback 
 

【请选择符合您自身情况的一项】Please tick the appropriate answer. 

 

1. 您认为该 MOOC 的整体设计（内容、流程、工具支持）让您感到满意？ 

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

非常不同意 Strongly Disagree 

不同意 Disagree 

中立 Neutral 

同意 Agree 

非常同意 Strongly Agree 

2. 您认为课程中最有收获的部分是（多选题） 

Which parts of the course do you find most valuable? (Multiple choice) 

AI工具功能及作用介绍 Introduction to AI tool functions and roles 

AI工具举例 Examples of AI tools 

使用 AI工具的挑战及注意事项 Challenges and precautions in using AI tools 

AI教学案例展示 AI teaching case studies 

后续教学建议 Suggestions for future teaching 

讨论区 Discussion boards 

其他__________________Other: ____________ 

3. 您认为课程中最没有收获的部分是（多选题） 

Which parts of the course do you find least valuable? (Multiple choice) 

AI工具功能及作用介绍 Introduction to AI tool functions and roles 

AI工具举例 Examples of AI tools 

使用 AI工具的挑战及注意事项 Challenges and precautions in using AI tools 

AI教学案例展示 AI teaching case studies 

后续教学建议 Suggestions for future teaching 

讨论区 Discussion boards 

其他__________________Other: ____________ 

4. 您对课程改进有何建议？（多选题） 

What improvements would you suggest for the course? (Multiple choice) 

提供更多互动交流的机会（如直播答疑、讨论）。Provide more interactive 

opportunities (e.g., live Q&A, discussions) 

希望增加中文操作指南，降低工具门槛。Add Chinese operation guides to lower tool 

barriers 
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建议增加学生实际使用示例，帮助理解教学实施。Include more examples of 

students’ actual use to help understand teaching implementation 

其他_______________Other: ____________ 

·  

感谢您的参与! 

Thank you for your participation! 
 


