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Introduction  
 
The textbook CALL and Foreign Language Education is the first of the series of 

three modern university textbooks/methodological manuals for teacher-training 
courses provided by the Department of Language Pedagogy and Intercultural Studies at 
Faculty of Education, Constantine the Philosopher University in Nitra which came/are 
going come to existence as a results of the project KEGA 036UKF-τȾςπρσ Ȱ#ÒÅÁÔÉÎÇ 
textbooks and multimedia courses for a new study programme as a means of 
ÉÎÔÅÒÎÁÔÉÏÎÁÌÉÚÁÔÉÏÎ ÏÆ ÆÏÒÅÉÇÎ ÌÁÎÇÕÁÇÅ ÔÅÁÃÈÅÒ ÔÒÁÉÎÉÎÇȱ ÆÕÎÄÅÄ ÂÙ ÔÈÅ -ÉÎÉÓÔÒÙ ÏÆ 
Education of the Slovak Republic. The textbook is accompanied by the interactive 
Moodle course.  

Computer-assisted language learning (CALL) has proved to be a valuable and 
attractive teaching approach. It provides learners with: 
- stress-free learning environment in which learners can get virtually unlimited input,  
- the possibility to proceed at their own pace,  
- instantant and highly individualised feedback.  

Yet, CALL programmes are not without their limitations. Most CALL programmes 
have been criticised for focusing more on the striking multimedia capabilities of 
computers than on the educational content and pedagogical background.  

It is the main reason why future and in-practice teachers should be well informed 
about the principles of CALL and ready to evaluate pedagogical benefits/risks of CALL 
systems which are used in foreign language classrooms.  

The authors ɀ university teachers and teacher trainers from the Slovak and Czech 
universities ɀ wrote their chapters with the intention to modernise and up-date both 
content and methodology of the contemporary teacher-training courses. They believe 
that CALL has the potential to make foreign language learning both more enjoyable and 
effective. 

 
Authors 
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1 General Framework of CALL  
 

1.1 CALL terminology  
 

)ÖÁÎÁ £ÉÍÏÎÏÖÜ 
 

Before you start studying the field of computer-assisted language learning (CALL), 

mastering the basic terminology should be a pre-requisity. Below, several terms are 

defined relating to CALL. Read the definitions carefully to make the inter-relations clear 

in this field. Finally, draw a mind map which will reflect your understanding of CALL. 

$ÅÓÐÉÔÅ ÃÏÍÐÕÔÅÒÓ ǰÅÎÔÅÒÅÄǰÔÈÅ ÆÉÅÌÄ ÏÆ ÅÄÕÃÁÔÉÏÎ ×ÉÔÈÉÎ ÌÁÓÔ Ô×Ï ÄÅÃÁÄÅÓ ÉÎ ÔÈÅ 3ÌÏÖÁË 

Republic, notice the most references are not the latest ones, some of them been even 

ǰÏÌÄÅÒǰȢ  
 

CALL 

The abbreviation CALL stands for Computer Assisted Language Learning. It is a term 

used by teachers and students to describe the use of computers as part of a language 

course. It is traditionally described as a means of 'presenting, reinforcing and testing' 

particular language items ('İÎÄİÚȟ ςππυɊ. Computer-assisted language learning was 

succinctly defined in a seminal work by Levy (1997, p. 1) as "the search for and study of 

applications of the computer in language teaching and learning" (pay attention to the 

ÄÁÔÅ ÏÆ ÐÕÂÌÉÃÁÔÉÏÎȠ ÉÎ ρωωχ ÈÁÒÄÌÙ ÁÎÙ ǰÔÅÃÈÎÏÌÏÇÉÅÓǰ ×ÅÒÅ ÁÖÁÉÌÁÂÌÅȟ ÎÅÖÅr mind in 

education). CALL embraces a wide range of information and communication technology 

applications and approaches to teaching and learning foreign languages, from the 

ǰÔÒÁÄÉÔÉÏÎÁÌǰ ÄÒÉÌÌ-and-practice programmes (that characterised CALL in the 1960s and 

1970s) to more recent manifestations of CALL, e.g. as used in a virtual learning 

environment, Web-based distance learning, mobile-assisted language learning (MALL) 

etc. Currently MALL is more often called m-learning while CALL is defined as e-learning.  
 

CALI and CALL  

The term CALI (computer-assisted language instruction) was in use before CALL, 

reflecting its origins as a subset of the general term CAI (computer-assisted instruction). 

CALI fell out of favour among language teachers, however, as it appeared to imply a 

teacher-centred approach (instructional), whereas language teachers are more inclined 

to prefer a student-centred approach, focusing on learning rather than instruction. CALL 

began to replace CALI in the early 1980s (Davies & Higgins 1982, p. 3) and it is now 

incorporated into the names of the growing number of professional associations 

worldwide. An alternative term, technology-enhanced language learning (TELL) also 

emerged around the early 1990s. The current philosophy of CALL puts a strong 

emphasis on student-centred materials that allow learners to work on their own. Such 

materials may be structured or unstructured, but they normally embody two important 

features: interactive learning and individualised learning. CALL is essentially a tool that 

helps teachers to facilitate the language learning process. It can be used to reinforce 
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what has already been learned in the classroom or as a remedial tool to help learners 

who require additional support. The design of CALL materials generally takes into 

consideration principles of language pedagogy and methodology, which may be derived 

from different learning theories (e.g. behaviourist, cognitive, constructivist) and second-

language learning theories such as Stephen Krashen's theory of second language 

acquisition (Krashen, 2007). 
 

e-learning  

E-learning (eLearning) stands for the process of learning supported by electronic 

meadia and information and communication technologie (ICT) in education. E-learning 

is broadly synonymous with multimedia learning, technology-enhanced learning (TEL), 

computer-based instruction (CBI), computer-based training (CBT), computer-assisted 

instruction or computer-aided instruction (CAI), internet -based training (IBT), web-

based training (WBT), online education, virtual education, learning in the virtual 

learning environment (VLE, also called  learning platform), m-learning ect. These 

alternative names emphasize a particular aspect, component or a method of learning 

content delivery. E-learning includes numerous types of media providing text, audio- 

and video-recordings, images, animations, technology applications and means as CD-

ROMs, local intranet etc., either free-standing or based on local networks or the Internet 

(Levy, 1997). E-learning can occur in or out of the classroom, being instructor (tutor)-

led, (i.e synchronous learning) or a self-paced process (asynchronous learning). It is also 

frequently applied in the distance education. If used in combination with face-to-face 

teaching, the term blended learning (b-learning) is commonly used. 

Despite currently widely applied, the above mentioned application of modern 

technologies into education has not been clearly defined - there exist numerous 

definitions. The term arose similarly to other ones, which appeared in the last decades 

and related to the Internet in various fields of human activities, e.g. e-mail, e-banking, e-

commerce, e-business, e-book, by joining the word learning and prefix e-. The word 

learning covers all activities relating to the process of education, instruction, cognition 

and forming knowledge. The e- prefix indicates relation to the ICT, including the 

Internet. Putting the prefix and word together another term arises defining a modern 

way of education using computing technology and appropriate applications, i.e. the 

educational process supported by information and communication technologies. 

Both the process of e-learning and its definition are still under development. Literary 

sources provide numerous explanations and definitions. This disunity is caused by 

a wide range of views on this large field, and by the environment where and how it is 

used. As it can be seen from the following survey, the provided approaches reflect the 

shift in understanding the term of e-learning in the world. 

Some authors emphasize the technological point of view. They understand it to be 

a tool for creating, updating, distributing and evaluating education and managing 

knowledge via network technologies and computers with appropriate hardware and 

ÓÏÆÔ×ÁÒÅ ÅÑÕÉÐÍÅÎÔȢ !ÃÃÏÒÄÉÎÇ ÔÏ +ÖñÔÏĐ, "e-learning covers a wide range of 

applications and processes like WBT (Web Based Training), CBT (Computer Based 
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Training), creating virtual classes or digital co-operation. It includes delivering and 

transmitting course content via the Internet or Intranet (WAN/LAN), satellite 

transmission, interactive TV programmes and learning CD-2/-Óͼ ɉ+ÖñÔÏĐȟ ςππσȟ ÐȢ χɊȢ 

This definition focuses on technological possibilities of transmitting any educational 

content. Other authors emphasize the multimediality of e-learning, e.g. "e-learning can 

be understood as a multimedia support of the educational process related to modern 

information and communication technologies heading towards improving the quality of 

education" (Nocar et al., 2004). Another definition describes e-learning as such "a way of 

education which uses applications and texts with links, animated sequences, video-

recordings, own comments and notes, communication with lectures and other students, 

tests, electronic models of processes etc" (HP, 2006). Other authors focus on running e-

learning in the environment of computer networks and the Internet. They define e-

learning as "a tool enabling electronic transmission of data (full or partial) with the help 

of web browser on the Internet or Intranet and appropriate media as CD-ROMs or DVDs 

×ÉÔÈ ÔÈÅ ÁÉÍ ÔÏ ÒÅÁÃÈ ÁÐÐÌÉÃÁÂÉÌÉÔÙ ÏÆ ÔÈÅ ÄÁÔÁ ÉÎ ÔÈÅ ÐÒÏÃÅÓÓ ÏÆ ÌÅÁÒÎÉÎÇͼ ɉ+ÖñÔÏĐȟ ςππσȟ 

p. 7), or "The net enabling transmission of skillÓ ÁÎÄ ËÎÏ×ÌÅÄÇÅͼ ɉ+ÖñÔÏĐȟ ςππσȟ ÐȢ ψɊȢ )Î 

some cases the existence of computer networks is not necessary for e-learning but the 

ÐÒÏÃÅÓÓ ÃÁÎ ÒÕÎ ×ÉÔÈ ÔÈÅ ÈÅÌÐ ÏÆ ÄÉÓÔÒÉÂÕÔÅÄ #$Ⱦ$6$ 2/-ÓȢ +ÏÐÅÃËĻ defines that "in 

general, e-learning means any way of effective using electronic material and didactic 

means, so that the educational objectives were reached mainly/not only by computer 

networks. In the Czech environment it is understood as a directed study in LMS" 

ɉ+ÏÐÅÃËĻȟ ςππυȟ ÐȢ ρρɊȢ  

Another approach is provided from the pedagogical point of view on the process of 

education and ways towards its improvements. "E-learning is such a process of 

education which uses information and communication technologies for creating courses, 

distributing learning content, for communication between students and teachers and for 

managing the course of study" (Wagner, 2005). A very simple definition is provided by 

European Commission in the Action Plan ɀ e-learning is defined as "an application of 

modern multimedia technologies and the Internet in the process of improving quality of 

ÅÄÕÃÁÔÉÏÎ ÖÉÁ ÁÎ ÅÁÓÙ ÁÐÐÒÏÁÃÈ ÔÏ ÓÏÕÒÃÅÓ ÁÎÄ ÓÅÒÖÉÃÅÓͼ ɉ%5ȟ ςππρɊȢ +ÏÐÅÃËĻ (instead of 

multimedia support of the educational process) emphasizes the flexibility of e-learning ɀ 

"we understand e-learning as a multimedia support of the process of education run with 

the use of modern information and communication technologies, and which is usually 

provided by computer networks. Its main objective is a time- and space-unlimited access 

to education" ɉ+ÏÐÅÃËĻȟ ςππφȟ p. 13). The less traditional aspect - communication - is 

emphasized in his definition in 2005 ɀ "e-learning is a form of distance education, in 

which educants and educators are in virtual contact (chat, e-mail, IP telephonie, 

discussion group, ICQ etc.)" (+ÏÐÅÃËĻȟ ςππυȟ ÐȢ ωɊȢ  

However, also much broader definitions are common. They may include all types of 

technology-enhanced learning. It aims at providing  socio-technical innovations, 

improving efficiency and cost effectiveness, being independent on time, place and pace. 

Nichols describes e-learning as a term which is commonly used, but does not have 

a common definition. Although pedagogy (i. e. educational science, and mainly didactics) 
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is usually not part of the definition, some authors do include it, e.g. in the definition, 

where e-learning is said to be "pedagogy empowered by digital technology" (Nichols, 

2008, p. 2). It is important to realize that the term e-learning is ambiguous. It is nearly 

impossible to define what it is, as it has different meanings to different people (Dublin, 

2003). Furthermore, it is often used interchangeably with various other related terms, 

such as distance learning, distributed learning, and electronic learning (Oblinger, 

Hawkins, 2005). The meaning of the term also seems to depend on the context used. In 

companies, it often refers to the strategies that use the company network to deliver 

training courses to employees. Lately in most institutions, e-learning has been used to 

define a specific mode to attend a course or programmes of study where the students 

rarely or never meet face-to-face, nor access educational facilities because they study 

online.  

Finally, Logan introduced the definition which describes e-learning from the five e-

views: "Definition? The thing about e-learning is that nobody knows what it is. The "e" 

doesn't stand for electronic. Better to think of the "e" as evolving, or everywhere, or 

ÅÎÈÁÎÃÅÄ ÏÒ ÅØÔÅÎÄÅÄȣ ÁÎÄ ÄÏÎͻÔ ÆÏÒÇÅÔ ÅÆÆÅÃÔÉÖÅȢ %ÆÆÅÃÔÉÖÅ Å-learning thrives where 

web usability, communication, relationship, authentic content and knowledge 

management tools combine to create genuine engagement" (Logan, 2010). And Honey 

(2010) added: "One of the problems with appraising e-learning is that it is eclectic (the 

"e" is not only for electronic!). You can, for example, learn by conducting a focused 

search on a particular topic, learn by sending and receiving e-mails, learn by dipping 

into an online course, learn from participating in an online discussion forum and learn 

by being coached or mentored by e-mail. The common thread running through all these 

forms of e-learning is that they offer the possibility of learning from information 

delivered to us electronically."  

As it can be seen from the above presented definitions, e-learning is understood from 

two different views. First, it is an educational process in which information and 

communication technologies are applied. Second, it is a set of technological tools applied 

in education. In the wide context it can be said e-learning is the process of education 

supported by information and communication technologies. Computer applications 

integrate elements, combine text explanations with animations, simulations, graphics, 

diagrams, audio and video-recordings and electronic tests. Students can choose their 

own way of learning which suits them best. Both educational systems available in the 

computer network and educational software on portable media (CD/DVD-ROMs) are 

included in e-learning.   

E-learning is mostly used in the distance education or to support the present and 

combined form of education. Currently various forms of e-learning are used on all school 

levels from elementary schools to universities, mainly supporting the traditional present 

way of instruction, and in the lifelong and professional training courses. Despite foreing 

language teaching/learning a large extent of face-to-face activities is required, latest  

technologies enable to widely apply CALL on all school levels. 
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m-learning  

The term m-learning  or mobile learning, has different meanings for different 

communities, covering a range of scenarios but mainly focusing on learning with mobile 

devices. Mobile learning is defined as "learning across multiple contexts, through social 

and content interactions, using personal electronic devices" (Crompton, 2013 p. 4). In 

other words, with the use of mobile devices, learners can learn anywhere and at any 

time (Crompton, 2013). M-learning technologies include notebooks, netbooks, mp3 

players, smartphones, tablets etc. M-learning focuses on the mobility of the learner and 

interacting with portable technologies. Mobile tools have thus become part of informal 

learning. M-learning is convenient as it is accessible virtually anywhere sharing the 

same content. Good message for learners all over the world is this highly active process 

has proven to increase exam scores from the fiftieth to the seventieth percentile, and cut 

the dropout rate in technical fields by 22 percent (Saylor, 2012). M-learning also brings 

strong portability by replacing books and exercise-books with small devices, filled with 

tailored learning contents.  
 

b-learning  

A combination of face-to-face teaching and CALL is usually referred as blended 

learning (b-learning). It has been designed to increase learning potential and is more 

commonly found than pure CALL (Pegrum 2009, p. 27).  

Blended learning is a formal education programme in which a student learns at least 

in part through online delivery of content and instruction with some element of student 

ÃÏÎÔÒÏÌ ÏÖÅÒ ÔÉÍÅȟ ÐÌÁÃÅȟ ÐÁÔÈ ÏÒ ÐÁÃÅ ɉ3ÔÁËÅÒȟ (ÏÒÎȟ ςπρςɊȢ 7ÈÉÌÅ ÓÔÉÌÌ ÁÔÔÅÎÄÉÎÇ Á ǰÂÒÉÃË-

and-mortÁÒǰ ÓÃÈÏÏÌ ÓÔÒÕÃÔÕÒÅȟ ÆÁÃÅ-to-face classroom methods are combined with 

computer supported abctivities (Strauss, 2012). Proponents of blending learning cite the 

opportunity for data collection and customization of instruction and assessment as two 

major benefits of this approach. Schools with blended learning models may also choose 

to reallocate resources to boost student achievement outcomes The terms "blended," 

"hybrid," "technology-mediated instruction," "web-enhanced instruction," and "mixed-

mode instruction" are often used as synonyms in current research literature (Jacob, 

2011). 

 

O Task 
 

Taking the above defined terms into account (CALL, CALI, e-learning, m-learning, b-
learning, L1, L2, and possibly others which you consider crucial for this field), draw a mind 
map reflecting the CALL-terminology. Draw an arrow between two relating terms  and 
write a verb describing the action running between them. In case of doubts, see 
http://www.wikihow.com/Make -a-Mind-Map. Refernces listed below should be considered 
before you start drawing the mind map.  
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1.2 Historical background  and pedagogical principles of CALL  
 

)ÖÁÎÁ #ÉÍÅÒÍÁÎÏÖÜ 
 

Using computers in a classroom nowadays means a real-life learning. Prensky (2010) 

ÓÔÁÔÅÓ ÔÈÁÔ Ȱ4ÏÄÁÙȬÓ ÓÔÕÄÅÎÔÓ ×ÉÌÌ ÎÏÔ ÌÉÖÅ ÉÎ Á ×ÏÒÌÄ ×ÈÅÒÅ ÔÈÉÎÇÓ ÃÈÁÎÇÅ ÒÅÌÁÔÉÖÅÌÙ 

slowly (as many of us did) but rather in a future where things change extremely 

rapidlyɂÄÁÉÌÙ ÁÎÄ ÅØÐÏÎÅÎÔÉÁÌÌÙȢ 3Ï ÔÏÄÁÙȬÓ ÔÅÁÃÈÅÒÓ ÎÅÅÄ ÔÏ ÂÅ ÓÕÒÅ ÔÈÁÔȟ ÎÏ ÍÁÔÔÅÒ 

×ÈÁÔ ÓÕÂÊÅÃÔ ÔÈÅÙ ÁÒÅ ÔÅÁÃÈÉÎÇȟ ÔÈÅÙ ÁÒÅ ÔÅÁÃÈÉÎÇ ÉÔ ×ÉÔÈ ÔÈÁÔ ÆÕÔÕÒÅ ÉÎ ÍÉÎÄȰȢ 

Authors differ in understanding the scope of computer assisted language learning 

(CALL). Bax (2003) limits the CALL to classroom, on the other hand e.g. Hubbard and 

,ÅÖÙ ÄÏ ÎÏÔ ÌÉÍÉÔ ÉÔ ÔÏ ÃÌÁÓÓÒÏÏÍ ÌÁÎÇÕÁÇÅ ÔÅÁÃÈÅÒÓȢ 4ÈÅÙ ÓÔÁÔÅ ÔÈÁÔ Ȱ#!,, ÉÓ ÇÉÖÅÎ Á 

broad interpretation that reaches well beyond classroom language teaching. It involves 

research and development of a wide range of products including online courses, 

programs, tutors, and tools. It also includes discussion of the use of generic tools for 

language learning purposes such as the word processor, email, chat, and audio- and 

video-conferencing programsȱ ɉςππφȟ ÐȢ ωɊȢ 

Information and communication technologies are widely used in foreign language 

learning. The gradual progress of using ICT in English language teaching can be 

observed. Even though using technologies are mentioned in all educational documents 

as one of the priorities it is necessary to realise that they are not aim but the means of 

achieving the aim. 

Using ICT in teaching English is a very broad term. Rank, Warren & Millum (2011) 

define nine aims or fields in using ICT, namely: 

¶ Using ICT to Explore and Investigate (computer is a tool for both, students and 

teachers, word processors, internet, source of information, different projects, etc.) 

¶ Using ICT to Analyse Language (e.g. use of different types of corpora, use of e-

dictionaries) 

¶ Using ICT to Respond, Interpret, Reflect and Evaluate (internet is an invaluable 

source of audio recordings, live streams, authentic texts, EFL materials)  

¶ Using ICT to Compose and Create (e.g. using word processors, power point, as well as 

web writing blogs, individual or collaborative writing, mind mapping, wordle for 

creative writing, poem writing, etc.) 

¶ Using ICT to Transform (editing tools ɀ both, offline and online, different types of 

transformation, different audience, purpose, shortening, expanding the texts, 

changing tense, form, etc.) 

¶ Using ICT to Present and Perform (e.g. creating presentations, photo stories, pecha 

kucha, movie creation, photo stories, etc.) 

¶ Using ICT to Communicate and Collaborate (e.g. in project work, use of synchronous 

and asynchronous communication tools, threaded discussions, chats, skype, facebook; 

wikis, blogs etc.) 
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¶ Using ICT to Inspire and Engage 

¶ Using ICT to Entertain (games, quizzes, socialising on net, etc.) 

These different aspects will be presented in the following chapters of the textbook. 

 

Majority of digital natives can be recognised very easily; they listen to their ipods in 

the streets, they read e-books travelling on bus, they work with their smartphones, they 

keep all memos in the phones and thus they consider it ÔÏ ÂÅ ȰÎÏÒÍÁÌȱ ÔÏ ÕÓÅ 

technologies in the classroom as well. 

Computerɀbased activities  are not new to language classes. Computer assisted 

language learning (CALL) is present since 60ies and its development is characterised in 

terms of three phases defined by Warschauer (1996) as behavioristic CALL, 

communicative CALL and integrative CALL.  

Drill -and-practice activities  were typical for behaviouristic CALL that was spread in 

1950s ɀ 1970s (in later publications he also uses the term structural period). Those 

activities are often describes as drill-and-kill activities. Dudeney and Hockly (2012) 

describe this period as a period of static text, i.e. period of word processors, simple 

games and exercises with very simple answers. The next period (1970s-1980s) is 

ÄÅÓÃÒÉÂÅÄ ÁÓ ÃÏÍÍÕÎÉÃÁÔÉÖÅ #!,, ÐÅÒÉÏÄȢ Ȱ0ÒÏÐÏÎÅÎÔÓ ÏÆ ÃÏÍÍÕÎÉÃÁÔÉÖÅ #!,, ÓÔÒÅÓÓÅÄ 

that computer-based activities should focus more on using forms than on the forms 

ÔÈÅÍÓÅÌÖÅÓȟ ÔÅÁÃÈ ÇÒÁÍÍÁÒ ÉÍÐÌÉÃÉÔÌÙ ȣ ÁÌÌÏ× ÁÎÄ ÅÎÃÏÕÒÁÇÅ ÓÔÕÄÅÎÔÓ ÔÏ ÇÅÎÅÒÁÔÅ 

original utterances rather than just manipulate prefabricated language, and use the 

target languagÅ ÐÒÅÄÏÍÉÎÁÎÔÌÙ ÏÒ ÅÖÅÎ ÅØÃÌÕÓÉÖÅÌÙȱȢ ɉ7ÁÒÓÃÈÁÕÅÒȟ (ÅÁÌÅÙȟ ρωωψɊ 4ÈÅ 

main activities were language games, text reconstruction with higher interaction 

compared to behaviouristic CALL. Computer was used not only as a tutor (giving the 

correct answer in drill-and practice activities) but also as a stimulus for discussion and 

critical thinking. Integrative CALL is based on task-based, project-cased activities using 

especially authentic material where various language skills similarly as technology were 

integrated. This period dates back to 1980s ɀ 1990s. Compared to communicative CALL, 

integrative phase brings multimedia and internet to the language classroom. Bax (2003) 

incisively criticises the terminology as well as methodology applied in naming the 

phases defined by Warschauer and Healey and categorises 3 approaches to CALL 

contrasting those CALL phases, namely restricted CALL, open CALL and integrated CALL. 

Towards the end of 1990s the technological development led also an important shift 

in CALL or generally in computer mediated learning. Wider internet access allowed a 

wider variety of activities base on the internet. A lot of teacher resources were available, 

similarly as different activities for language learning (e.g. webquests, online discussions, 

etc.). Transition from web 1.0 to 2.0, from static to consumer driven space meant 

another transformation of using technologies in language learning. E-learning, m-

learning or MOOCS are terms that can be heard everywhere.  

Warschauer (2004, p. 22) summarised the history of CALL in 2004 as follows: 
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Table 1: The Three Stages of CALL  

STAGE 1970s-1980s: 
Structural CALL 

1980s-1990s: 
Communicative 
CALL 

21st Century: 
Integrative CALL 

TECHNOLOGY Mainframe PCs Multimedia and 
Internet  

ENGLISH-
TEACHING 
PARADIGM 

Grammar 
translation and 
audiolingual 

Communicate 
language teaching 

Content-Based, 
English for Specific 
Purposes/ English 
for Academic 
Purposes 

VIEW OF 
LANGUAGE 

Structural (a formal 
structural system) 

Cognitive 
(a mentally 
constructed 
system) 

Sociocognitive 
(developed in social 
interaction)  

PRONCIPAL USE OF 
COMPUTERS 

Drill and practice Communicative 
exercises 

Authentic discourse 

PRINCIPAL 
OBJECTIVE 

Accuracy Fluency Agency 

 

Sources for CALL 

A lot of people connect CALL only with using internet, however there are many more 

sources for CALL, as e.g. different types of software,  offline activities (either ready-made 

activities or different types of authoring tools), multimedia, websites, interactive 

whiteboards, CMS (see definition above concerning including CMS to CALL). 

Barker and King (1993, p. 309) suggest 4 main categories that they consider to be of 

key importance in the educational software  evaluation: 

¶ Quality of end-user interface design 

¶ Engagement 

¶ Interactivity  

¶ Tailorability.  

They stress there are also secondary criteria that should be considered (e.g. user 

learning style, monitoring and assessment techniques, etc.) 

Hubbard (2006) points out that any software evaluation process is comprised of 

three stages: selection (evaluation), implementation, and assessment and defines the 

evaluation criteria in a more complex way and he visualises the relations the criteria in 

Scheme 1. 

Technical preview, even though might be seen as a secondary criterion, has to be 

carefully considered. Especially in case the teacher is not computer literate and skilled, 

the installation and running the software has to be smooth and user-friendly. It is 

important to check the compatibility with the hardware and software we have. It is 

important to fully underst and how the software operates. The licence (single or multi), 

how many computers we need, do we need some supplementary technologies, etc.  
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The software should correspond to the aims and reflect the needs and characteristics 

of the target group (e.g. age, proficiency level, interests, needs). Prior using software in 

the classroom teacher should consider how it can be integrated into the course, consider 

what students need to know to use the software effectively, and how much time it will 

take. Last but not least it is equally important to consider the value (learner and teacher 

fit) and the costs, benefits of implementation. 

What more, in some cases we use computer as tutor and does the software should 

provide a user with a feedback. It is the advantage if the software records the users 

ɉȰÒÅÍÅÍÂÅÒÓȱɊ ÁÎÄ ÓÁÖÅÓ ÓÃÏÒÅÓ ÁÎÄ ÏÔÈÅÒ ÐÅÒÆÏÒÍÁÎÃÅÓȢ (ÅÌÐ ɉÅȢÇȢ ÉÎ Á ÆÏÒÍ ÏÆ 

ÇÕÉÄÅÌÉÎÅÓ ÈÏ× ÔÏ ÏÐÅÒÁÔÅȣɊ ÓÈÏÕÌÄ ÂÅ ÁÖÁÉÌÁÂÌÅ ÓÏ ÓÔÕÄÅÎÔÓ ÉÎ ÃÁÓÅ ÔÈÅÙ ÎÅÅÄ ÈÅÌÐ ÅȢÇȢ 

with navigation. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Petty (2009, p. 395) suggests answer the following questions prior to using different 

types of resource in EFL class: 

¶ Ȱ$ÏÅÓ ÉÔ ÄÏ ÓÏÍÅÔÈÉÎÇ that needs doing? 

¶ Is the material of the correct depth (difficulty) and breadth (having sufficient but not 

over-detailed content)? 

¶ $ÏÅÓ ÉÔ ÁÓÓÕÍÅ ÐÒÉÏÒ ÌÅÁÒÎÉÎÇ ÓÏÍÅ ÓÔÕÄÅÎÔÓ ÄÏÎȭÔ ÈÁÖÅȩ 

¶ )Ó ÔÈÅ ÒÅÓÏÕÒÃÅ ÉÎÔÅÒÁÃÔÉÖÅȩ Ȭ0ÁÇÅ ÔÕÒÎÅÒÓȭ ÓÏÏÎ ÂÏÒÅ ÓÔÕÄÅÎÔÓȢ 

¶ Is the resource multi-sensory? Does it make use of the visual and perhaps the 

auditory channel? 

¶ Is the language level appropriate? 

¶ Value for effort: Is it going to take so long for the students to learn how to use the 

material that the educational gains are not worth their effort?  

¶ Can students get a printout if this is necessary?  

 

 

Technical preview 

Operational description 

Learner fit Teacher fit 

Appropriate 

judgements 

Implementation 

schemes 
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And for computer programs that teach students directly: 

¶ Have you got the minimum hardware necessary to run the program? 

¶ Are there technical or copyright restrictions on the number of students who can use 

the program at the same time? 

¶ Is the program foolproof? Is it student-proof? 

¶ $Ï ÙÏÕ ËÎÏ× ÈÏ× ÔÏ ÌÏÁÄ ÔÈÅ ÐÒÏÇÒÁÍȾÒÅÌÏÁÄ ÉÔ ÉÆ ÉÔ ȬÃÒÁÓÈÅÓȭ ɉÇÏÅÓ ×ÒÏÎÇɊȩȱ 

 

He also, similarly as Hubbard, adverts to technical skills teachers need/need not to 

have to run and operate the software. The similar criteria have to be considered in case 

of multimedia use. Multimedia are characteristic by combining different types of media. 

In the 1990 there was quite a wide variety of EFL software available in Slovakia. Davis 

(2004) suggests that we ask ourselves the following questions when examining a new 

multimedia program.  

¶ Is the level of language that the program offers clearly indicated?  

¶ Is the user interface easy to understand? For example, are there ambiguous icons that 

cause confusion?  

¶ Is it easy to navigate through the program? Is it clear what point the learner has 

reached?  

¶ What kind of feedback is the learner offered if he/she gets something wrong? Is the 

feedback intrinsic or extrinsic?  

¶ If the learner gets something right without understanding why, can he/she seek an 

explanation?  

¶ Can the learner seek help, e.g. on grammar, vocabulary, pronunciation, cultural 

content?  

¶ Does the program branch to remedial routines?  

¶ Can the learner easily quit something that is beyond his/her ability?  

¶ Does the learner have to mentally process the language that he/she sees and hears? 

Or does the program offer a range of point-and-click activities that can be worked 

through with the minimum of understanding?  

¶ If the program includes pictures, are they (a) relevant, (b) an aid to understanding?  

¶ If the program includes sound recordings, are they of an adequate standard? Are they 

(a) relevant, (b) an aid to understanding? Is there a good mix of male and female 

voices and regional variations?  

¶ Can the learner record his/her own voice? Can the learner hear the playback clearly? 

Does the program make use of Automatic Speech Recognition (ASR)? Is it effective?  

¶ If the program includes video sequences, are they of an adequate standard? Are they 

(a) relevant, (b) an aid to understanding?  

¶ Does the program include scoring? Does the scoring system make sense? Does it 

encourage the learner?  
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Internet  offers authentic material as well as EFL materials. It is a space where 

teachers can publish and share their own material, it is a space for public discussion and 

communication. Students and teachers have an approach to a vast number of materials 

that are undeniably useful in EFL but on the other hand there also some pitfalls that 

teachers have to be aware of. Internet is a source of different types of material (different 

quality of English, different proficiency of English, different cultures, texts and material 

for different target groups, offensive language, etc.). 

Kir and Kayak (2013, p. 2788-2795) discuss the criteria for the evaluation of 

websites teaching English as a foreign language. Similarly Kartan and Uzun (2010, p. 93-

94) propose and explain the characteristics of a good website and categorise them into 

three fields, namely physical characteristics, contextual characteristics and pedagogical 

characteristics. 

 

1. Physical characteristics  

Ȱ4ÈÅ ÐÈÙÓÉÃÁÌ ÃÈÁÒÁÃÔÅÒÉÓÔÉÃÓ ÏÆ Á ×ÅÂÓÉÔÅ ÃÁÎ ÂÅ ÄÅÆÉÎÅÄ ÁÓ ÔÈÅ ÆÅÁÔÕÒÅÓ ÔÈÁÔ ÆÏÒÍ ÔÈÅ 

general structure of the site. These features such as color, parts and sections, links and 

buttons, etc. would be mostly related to the design of the website. A good website should 

have the following physical characteristics:  

¶ A good, user-friendly design where each part and section should be clearly seen and 

easy to use.  

¶ The site should allow for easy transition between sections without bothering the user 

by opening a lot of windows, or leading him/her to unintended places.  

¶ The color of the site should not tire the eyes of the users, and should stimulate certain 

nerves in the brain while also providing relaxation.  

¶ Users should be able to use online dictionaries or some other programs in 

concordance with the activities and exercises in the site.  

¶ Users should be able to find rich written, audio, and visual materials related to any 

linguistic subject or skill.  

 

2. Contextual characteristics  

The contextual characteristics of a website can be defined as the features of the 

content that is in the site. These features such as testing tools, software, lesson plans, 

exercises, etc. would be mostly related to the material used in the site Explanation and 

guidance throughout the pages should be clear to enable users to benefit from the 

content without the need for any exterior tutor. According to this, a good website should 

have the following contextual characteristics:  

¶ Users should be able to find materials appropriate for the level, subject, or type of 

their choice.  

¶ The materials should be up to date and authentic in order to match the needs and 

interest of the users. The materials should be arranged carefully under specific titles.  

¶ There should be materials of every type (e.g., written, visual, audio) for every level 

and every subject.  
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¶ The available materials should be supported by extrinsic sources and programs such 

as search engines, newspapers, magazines, radio and TV stations, papers, posters, etc.  

¶ The exercises in the site should allow for customization and contribution of the users, 

and be of flexible use. Learners should be able to save, delete, change, or go back or 

forward while doing the exercises.  

¶ The users should receive feedback, and they should be able to choose the type of 

feedback needed.  

¶ The construction of practice and testing tools should serve the option for learners to 

choose from various types and levels of exercises.  

 

3 Pedagogical characteristics  

The pedagogical characteristics of a website can be defined as features that 

contribute to the learning and teaching process regarding the use of methods, 

approaches, feedback, and everything related specifically to education. Thus, a good 

website should have the following pedagogical characteristics:  

¶ Explanation and guidance about the exercises and activities should be short and 

comprehensible.  

¶ Provided feedback should be informative, reinforcing, and constructive.  

¶ The content should be designed considering the innovations in the education and 

language teaching fields.  

¶ All materials should be at an appropriate level, authentic, and applicable regarding 

ÔÈÅ ÎÅÅÄÓȟ ÓÃÏÐÅȟ ÁÎÄ ÇÏÁÌ ÏÆ ÔÈÅ ×ÅÂÓÉÔÅȱ ɉÉÂÉÄɊȢ  

 

Distance education  is not new to us. The term distance education is frequently 

understood as a full synonym of e-learning what is not correct. Different forms of 

distance education were present in Slovakia too. The radio/TV programmes, 

correspondence ÃÏÕÒÓÅ ɉ%£++ ÈÁÖÅ ÂÅÅÎ here since 90ties). 

Digital era brought different means of communication and information transfer what 

allowed introducing new technology to teaching and learning as well. Starting with data 

ftp transfer, email exchange, web presentation multimedia presentations and learning 

management systems or content management system, we nowadays face an enormous 

increase of MOOCs (massive open online courses). There are portals offering a wide 

spectrum of courses that could be labelled with different tags (non)-formal course, 

(non)-credited course etc. 

4ÈÅ ÔÅÒÍ ÖÉÒÔÕÁÌ ÌÅÁÒÎÉÎÇ ÅÎÖÉÒÏÎÍÅÎÔ ɉ6,%Ɋ ÉÓ ÑÕÉÔÅ ÂÒÏÁÄ ÁÎÄ ÉÔ ÃÁÎ ÃÏÖÅÒ ÏÒ ȰÒÁÎÇÅ 

from web sites to virtual classrooms to 3D immersive worlds. When considering 

websites, a set of web pages does not constitute a virtual learning environment unless 

ÔÈÅÒÅ ÉÓ ÓÏÃÉÁÌ ÉÎÔÅÒÁÃÔÉÏÎ ÁÂÏÕÔ ÏÒ ÁÒÏÕÎÄ ÔÈÅ ÉÎÆÏÒÍÁÔÉÏÎȱ ɉ$ÉÌÌÅÎÂÏÕÒÇȟ ςπππȟ ÉÎ 

Barkand, Kush, 2009). Currently, when we talk about e-learning system we deal with the 

learning management system that enables us to manage and administer class virtually 

on-line. 
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E-learning (similarly as m-learning) encourages autonomous learning  and high level 

of responsibility for the learning results. However, the presence of self-access facilities 

does not necessarily ensure that independent learning is taking place (Sheerin, 1997, in 

Kimura, Obari, & Goda, 2011, p. 38). 

Watts (2010) and Moore (1989) discuss the issue of e-learning, however the ideas 

about interaction can be equally used when describing the computer assisted learning. 

Watts (2010) defined three main types of interaction in an online distance learning 

course: 

¶ learner-to-content interaction, 

¶ learner-to-learner interaction, 

¶ learner-to-instructor interaction.  

The same model was suggested by Moore (1989) who provided the definition of three 

modes of interaction: learner-content or subject of study, learner-instructor, and 

learner-learner. Learner-content interaction involves the student interacting with the 

subject of study. Learner-instructor interaction includes the instructor making 

presentations, demonstrating skills, modelling values, organizing and evaluating student 

learning, and providing support. Students derive learning from interaction with their 

peers via debate, collaboration, idea manipulation, and incidental learning. 

  

Teachers 

Teachers need time to learn how to use software, how to plan the teaching/learning 

process, how to plan student-centric lesson, to make sure the lesson is not teacher-

centred or content-centred. In CALL a teacher  acts as a Coach. It is important that using 

technology is not aim but rather technology should support and extend objectives of 

curriculum and to engage students in meaningful learning. 

 

Frei, Gammill & Irons (2007, p. 35) summarised the essential computer skills for 

teacher as follows: 

¶ Know the basic hardware components of a computer. 

¶ Use the online help function within software applications. 

¶ Understand how different passwords are generated and used. 

¶ Know about basic file structure and manipulation (i.e., what a folder is and how to 

copy, move, and delete a file on a hard drive or disk). 

¶ Know how to search for a file and how to select a location when saving from the 

Internet or an email attachment. 

¶ +ÎÏ× ÔÈÅ ÂÁÓÉÃÓ ÏÆ ÔÈÅ ÃÏÍÐÕÔÅÒȭÓ operating system. 

¶ Know how to send and receive email. 

¶ Know how to use the Internet. 

¶ Be able to integrate technology-based grade level/content lessons into classroom 

activities. 

¶ Run antivirus software. 

¶ Use a word processor and its basic functions. 
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¶ Save and retrieve files. 

¶ Manage data in teacher-based productivity software (i.e. grade book, attendance, 

etc.). 

¶ Know and use proper computer terminology. 

¶ Be able to follow written and oral instructions to complete computer tasks. 

¶ Use common sense and have realistic expectations when using a computer. 

¶ Be willing to try to figure out problems that arise when using technology. 

¶ Know how to check for unplugged or loose cables. 

¶ Realize that sometimes computers do unexpected things and a reboot often fixes the 

problem. 

¶ Report a computer/technology problem to the person or persons who have the 

capability to fix it. 

 

Kessler (2005, in Hubbard & Levy, 2006, p. 27) based on the research studies states 

that Ȱteachers rather gather information from colleagues than any other formal method 

of trainingȱȢ Similarly, Galloway (1997) found that most teachers surveyed learned to 

use computers on their own or with the help of friends and colleagues outside of the 

classroom and not as a result of their formal training. 

"ÅÒÎÜÔÏÖÜ Ǫ +ÏÃÈÏÖÜ ɉςπρσȟ ÐȢ 36) state that it is necessary to develop ICT skills and 

competences dealing with integrating ICT into the educational process during the 

university studies but at the same tome it is the life-long learning process because of the 

rapid development of new technologies. 

Hubbard & Levy (2006, p. σɊ ÃÌÁÉÍ ÔÈÁÔ ȵ)34% ɉ)ÎÔÅÒÎÁÔÉÏÎÁÌ 3ÏÃÉÅÔÙ ÆÏÒ 4ÅÃÈÎÏÌÏÇÙ ÉÎ 

Education) has produced a set of guidelines for technological competence for both 

teachers (ISTE 2000) and elementary and secondary students (ISTE 1998). Guidelines 

such as these can inform similar enterprises in CALL, but language learning is broadly 

recognized as a unique field that should be wary of relying too much on generic 

ÅÄÕÃÁÔÉÏÎÁÌ ÃÒÉÔÅÒÉÁȱȢ 

 

Conclusion  

The positive aspects of using computers in language learning have been already 

indicated in the text above. One of the most emphasised reason why to apply CALL is 

that it motivates students to participate more actively, to study topics more deeply, it 

reflects real life, it enhances learning, it is dynamic, interactive, etc.  

5ÓÉÎÇ )#4 ÉÓ ÍÏÄÅÒÎ ÁÎÄ ȰÔÒÅÎÄÙȱ ÂÕÔ ÉÔ ÉÓ ÉÍÐÏÒÔÁÎÔ ÔÏ ÒÅÁÌÉÓÅ ÔÈÅ ÐÏÓÓÉÂÌÅ 

drawbacks or threats when planning its implementation: 

¶ 4ÈÅ ÔÅÃÈÎÏÌÏÇÙ ÕÓÅÄ ÉÎ ÔÈÅ ÃÌÁÓÓÒÏÏÍ ÓÈÏÕÌÄ ÎÏÔ ÂÅ ÆÕÒÔÈÅÒ ÔÈÁÎ ÓÔÕÄÅÎÔÓȭ conceptual 

understanding. 

¶ Technology should not determine the content or the activity; teachers should shape 

ÔÈÅ ÔÅÃÈÎÏÌÏÇÙ ÔÏ ÍÅÅÔ ÔÈÅÉÒ ÓÔÕÄÅÎÔÓȭ ÎÅÅÄÓȢ 

¶ The technology used in the classroom should promote the students goals and not to 

be used just for the sake of the technology. 
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¶ In case the only reason for the use of technology is to entertain, other options should 

be considered. 

¶ Benefits and drawbacks of the use of technology should be considered before its use 

in the classroom (Olson & Clough, 2001). 
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2 CALL and language systems 

 

2.1 CALL and teaching vocabulary  
 

3ÉÌÖÉÁ 0ÏËÒÉÖéÜËÏÖÜ 
 

Teaching and learning vocabulary  
Vocabulary is the a sum of all words that a language consists of. The term also marks 

the set of words a particular person can use in communication. The personal vocabulary 
is not stable: grows and evolves (or diminishes) ÏÖÅÒ ÔÈÅ ÃÏÕÒÓÅ ÏÆ Á ÐÅÒÓÏÎǰÓ lifetime. 

 
 

TO KNOW A WORD MEANS: 
- ÔÏ ËÎÏ× ÔÈÅ ×ÏÒÄǰÓ ÍÅÁÎÉÎÇȠ 

- to pronounce the word correctly; 
- to spell it correctly; 

- to be able to use it in a sentence  
(to be able to recognize its grammar categories, 

e.g. whether it is a noun, a verb, 
how it creates a plural form - with nouns, 

or past tense - with verbs, etc.); 
- to know its connotations; 
- to know its idiomaticity. 

 
 
3ÉÎÃÅ ÔÈÅ ÅØÔÅÎÔ ÁÎÄ ÄÅÐÔÈ ÏÆ ÐÅÒÓÏÎÁÌ ÖÏÃÁÂÕÌÁÒÙ ÄÉÒÅÃÔÌÙ ÉÎÆÌÕÅÎÃÅÓ ÔÈÅ ÉÎÄÉÖÉÄÕÁÌǰÓ 

success in comprehending and producing a language, the area of teaching and learning 
foreign language vocabulary belongs to the most studied and discussed in foreign 
language pedagogy. Scholarly literature offers many (and sometimes contradictory) 
theories, hypotheses, rules, teaching tips and recommendations for teaching vocabulary 
and lexical skill development (Aitchison, 1995; Allen, 1983; Allum, 2004; Blachowicz & 
Fisher, 2014; Graves, August & Mancilla-Martinez, 2012; Ellis, 1995; Hirsch & Nation, 
1992; Hulstijn, 1997; Nation, 2008; Schmitt, 2000; Singleton, 1999; Vernon, 2012 and 
ÍÁÎÙ ÏÔÈÅÒÓɊȢ )Ô ÉÓ ÔÈÅ ÍÁÔÔÅÒ ÏÆ ÔÅÁÃÈÅÒǰÓ ÃÈÏÉÃÅ ÅØÃÌÕÓÉÖÅÌÙ ×ÈÉÃÈ ÏÆ ÔÈÅÍ ÈÅȾÓÈÅ ×ÉÌÌ 
trust and follow. In this work, anyway, we follow the rules and recommendations 
published in the textbook Modern Teacher of English ɉ0ÏËÒÉÖéÜËÏÖÜȟ ςπρςȟ ÐȢ χρ-81). 
 

Computer assisted vocabulary teaching (CAVT) and learning (CAVL)  
Ȱ)Î ÏÒÄÅÒ ÔÏ ÌÅÁÒÎ ×ÏÒÄÓȟ ÌÅÁÒÎÅÒÓ ÎÅÅÄ ÔÏ ÈÁÖÅ ÍÁÎÙ ÏÐÐÏÒÔÕÎÉÔÉÅÓ ÔÏ ÅÎÃÏÕÎÔÅÒ Á 

word as often as possible and to repeatedly rehearse the material. The former can be 
achieved through constant exposure to the target language, the latter through sufficient 
practice. After some time, learners need to be asked to retrieve studied words from their 
memory and use them in new contexts. This should be done fairly often so that they 
ÈÁÖÅ Á ÃÈÁÎÃÅ ÔÏ ÕÓÅ ÔÈÅ ÌÅÁÒÎÅÄ ×ÏÒÄÓ ÁÓ ÏÆÔÅÎ ÁÓ ÐÏÓÓÉÂÌÅȱ ɉ'ÏÎÄÏÖÜȟ ςπρςȟ ÐȢ ρρυ). It 
is this continual need for active repetition and using the foreign words in new contexts 
that opens the possibilities for CAVT/CAVL. There is simply not enough time and space to 

copy the natural and thus the most effective way of vocabulary acquisition (mostly incidental) 

in the limited time of teaching a foreign language in the classroom.  
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After first studies of the possibilities of CAVT/CAVL in the early 1990s, Goodfellow 
(1994) summarized that lexical CALL programs needed to:  

a) ÍÅÅÔ ÌÅÁÒÎÅÒÓǰ ÉÎÄÉÖÉdual learning needs;  
b) maximize interactivity in the selection, processing and practice of target words;  
c) promote a deep learning (based on long-lasting memory);  
d) support learning processes which focus on structure in the target-word list;  
e) diagnose learning progress;  
f) and generate and record data on learning approaches and outcomes (this function is 

secured by various user-data tracking systems) (Fischer, 2007; 2012).  

The development of new CAVT teaching technologies is very fast, fuelled by ample 
pedagogical research (e.g. Allum, 2004; Cumming, Cropp, & Sussex, 1994; Ellis, 1995; 
Goodfellow, 1994, 1995; Groot, 2000; Ma, 2009; Son, 2001; Stockwell, 2007; :ßÈÎÅÒȟ 
Gupta, & Olohan, 1994). 

 

Similarly to face-to-face and human-to-human vocabulary teaching, softwares aimed 
at CAVT/CAVL introduce or exercise foreign vocabulary in three main contexts (c.f. 
0ÏËÒÉÖéÜËÏÖÜȟ ςπρςȟ ÐȢ χρ-81):   
a) visual context,  
b) semantic contexts,  

c) interlingual context.  
Introducing or practicing vocabulary in the fourth ɀ textual  ɀ context does not occur 

in CAVT frequently. Activities and exercises in which learners learn or fix the meaning of 
foreign words in relationship to the neighbouring words or the qualities of the text as a 
unit (e.g. through guessing the meaning from the context) are usually more focused on 
developing general reading comprehension skills than on vocabulary development.  

 

  DEVELOPING VOCABULARY IN A VISUAL CONTEXT  

Developing (introducing or fixing) vocabulary in connection with the visual 
representations of words (pictures or photographs) is the most natural way how to help 
learners with enriching their active vocabulary. Therefore visual-based activities should 
be the first to reach for. They include:  

 
Flashcards 
Example 1 
 
Colouring pages  
Example 1 Human body 
Example 2 Butterfly  
Example 3 Colouring Game 
 
Labelling pictures or objects (learners are asked to label pictures on the display with 
words in a target language).  
Example 1 Action verbs 
Example 2 Food vocabulary 
Example 3 Bedroom vocabulary 
 
Picture dictionaries  
Example 1   
Example 2  
Example 3 
Example 4 

http://www.pdictionary.com/english/flashcards.php
http://www.coloringshapes.com/2013/10/31/body-coloring-pages-for-kids.html
http://www.games.co.uk/game/butterfly-coloring
https://www.babytv.com/baby-art-colouring-sc3.aspx
http://englishflashgames.blogspot.sk/2010/11/action-verbs-game.html
http://englishflashgames.blogspot.sk/2008/09/food-game.html
http://learnenglishkids.britishcouncil.org/en/word-games/label-the-picture/bedroom
http://www.online-languages.info/english/picture-dictionary.php
http://photographicdictionary.com/
http://www.esolhelp.com/online-picture-dictionary.htmlň
http://www.learningchocolate.com/content/action-verbs-1
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A) DEVELOPING VOCABULARY IN SEMANTIC CONTEXTS  
This set includes softwares and activities in which the meaning of foreign words is 

introduced or fixed by means of other words.  
 
Monolingual dictionaries  
Most often, learners learn vocabulary through verbal explanations (Example 1) and 

dictionary definitions (e.g. www.dictionary.com , www.thesaurus.com , 
www.oxforddictionaries.com, http://dictionary.cambridge.org/ ). As Son (2001, p. 
ςωɊ ÈÁÓ ÉÔȟ ȰÔhe significant difference between paper dictionaries (conventional dictionaries) 

and computerised dictionaries (electronic dictionaries) is in presentation modality. Paper 

dictionaries provide printed information in sequence from beginning to end. Computerised 

dictionaries allow learners to get auditory and visual information presented by text, sound or 

graphics through diverse exploration pathsñ.  

Even more effective can be interactive activities based on relating words into pairs or 
groups according to their meaning relationships, e.g. similarity, opposition, similar 
sounding, similar spelling, etc. 
 
Introducing the meaning/fixing the knowledge of new words through synonyms  

Example 1 
Example 2 
Example 3 
 

Introducing the meaning/fixing the knowledge of new words through antonyms  
Example 1 
Example 2  
Example 23 
 

Introducing/fixing the knowledge of new words through homonym s and 
homophones  

Example 1 

Example 2 

Example 3 

 

 

B) DEVELOPING VOCABULARY IN INTERLINGUAL CONTEXTS  
 
Interlingual context is activated if foreign words are explained or fixed with the help 

ÏÆ ÌÅÁÒÎÅÒÓǰ ÍÏÔÈÅÒ ÌÁÎÇÕÁÇÅȢ  

Bilingual dictionaries ɉ%ÎÇÌÉÓÈ ᴼ ÍÏÔÈÅÒ language) 
Example 1  
Example 2  
Example 3 
 
On-line translators  
Example 1 
Example 2 
Example 3 
 

http://www.studystack.com/picmatch-346275
http://www.dictionary.com/
http://www.thesaurus.com/
http://dictionary.cambridge.org/
http://www.synonym.com/antonyms/
http://bogglesworldesl.com/synonym_worksheets.htm
http://www.englishmaven.org/HP6/Beginning%20Synonyms%20Exercise%2010.htm
http://www.learninggamesforkids.com/vocabulary-games/antonyms/intermediate-adjective-antonyms.html
http://www.synonym.com/antonyms/
http://a4esl.org/q/h/lb/ho1.html
http://www.englishmaven.org/Articulate/Homonyms,%20Homographs,%20and%20Homophones%20Quiz%20-%20Quizmaker%20output/quiz.html
http://www.usingenglish.com/quizzes/100.html
http://slovnik.azet.sk/anglicko-slovensky/
http://webslovnik.zoznam.sk/anglicko-slovensky
http://slovniky.lingea.sk/anglicko-slovensky
https://translate.google.sk/
http://www.bing.com/translator/
http://imtranslator.net/translation/slovak/to-english/translation/
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Examples of CAVT/CAVL websites 
 
 

 
 

 
 
ESL.about.com 

ESOL Courses FREE English Lessons Online 

 
 

Websites with CAVL games and other entertaining activities  
 

  
 

   
 

Instant Online Puzzle -Maker  

Many things.org  
Self-Study English Vocabulary Quizzes  

British Council  
English flash games 
Crossword puzzle maker  
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2.2  CALL and teaching pronunciation  
 

3ÉÌÖÉÁ 0ÏËÒÉÖéÜËÏÖÜ 

 
1. Teaching foreign language pronunciation  
For a long time, a correct (= accentless) pronunciation has been considered a sign of 

higher social positions, good manners and quality education. Poor pronunciation, on the 
other side, used to point to the lack of all the previous qualities and could lead to 
negative evaluation and social discrimination. Apart from the sociological aspects, poor 
pronunciation can negatively affect comprehensibility of communication and distract 
listeners. Consequently, the knowledge of correct pronunciation was understood as an 
essential component of communicative competence (Celce-Murcia, Brinton & Goodwin, 
2004; &ÒÁÓÅÒȟ ρωωωȠ +ÅÌÌÙȟ ςπππȠ +ÅÎ×ÏÒÔÈÙȟ ρωψχȠ +ÒÜċÏÖÜ Ǫ Metruk, 2012; Morley, 
1994; and others). 

However, the opinions of contemporary teachers and academics on the need of 
teaching/learning correct pronunciation differ. While one group of them still  believes 
that correct pronunciation is a basic condition of developed communicative competence 
(Morley, 1994; Celce-Murcia, Brinton & Goodwin, 2004; Kelly, 2000; and others), the 
other group, starting with Scovel (1988) claims that teaching accent-free pronunciation 
is a utopic, unrealistic goal (Derwing, 2010; Neri, Cucchiarini, Strik, & Boves, 2002; 
Pennington, 1999) since there is nÏ ÁÇÒÅÅÍÅÎÔ ÏÎ ×ÈÁÔ ÅØÁÃÔÌÙ Á ȰÃÏÒÒÅÃÔ %ÎÇÌÉÓÈ 
ÐÒÏÎÕÎÃÉÁÔÉÏÎȱȢ Instead of nativeness and accentedness, modern pronunciation training 
should aim at other aspects of pronunciation, such as understandability and intelligibility  
(Celce--ÕÒÃÉÁȟ "ÒÉÎÔÏÎ Ǫ 'ÏÏÄ×ÉÎȟ ςππτȠ $ÅÒ×ÉÎÇ Ǫ -ÕÎÒÏȟ ςππυȠ +ÒÜċÏÖÜ Ǫ -ÅÔÒÕËȟ 
2012; Morley, 1994 and others).  

Another serious problem related with teaching pronunciation comes from the non-
ÎÁÔÉÖÅ %,4 ÔÅÁÃÈÅÒÓǰ attitudes. Many of them do not feel confident enough about their 
own pronunciation and thus they implicitly try to avoid pronunciation-based activities 
in their classes. 

Some research studies point to the fact that many teacher-training courses for foreign 
language teachers do not cover the area of teaching pronunciation appropriately 
ɉ+ÒÜċÏÖÜ Ǫ -ÅÔÒÕËȟ ςπρςȠ -ÏÒÌÅÙȟ ρωωτȠ -ÁÃ$ÏÎÁÌÄȟ ςππς ÁÎÄ ÏÔÈÅÒÓɊȢ -ÏÒÅÏÖÅÒȟ ÏÎÌÙ Á 
limited number of pronunciation exercises appear in the majority of textbooks (with the 
exÅÐÔÉÏÎ ÏÆ ÓÔÁÒÔÅÒÓɊ ÁÎÄ ÔÈÅÙ ÁÒÅ ÕÓÕÁÌÌÙ ÂÁÓÅÄ ÏÎ ȰÌÉÓÔÅÎ ÁÎÄ ÒÅÐÅÁÔȱ ÁÐÐÒÏÁÃÈ ɉ*ÏÎÅÓȟ 
1997). 

The result of the combination of all the above mentioned problems (complexity of the 
ÐÒÏÎÕÎÃÉÁÔÉÏÎ ÐÈÅÎÏÍÅÎÁȟ %&, ÔÅÁÃÈÅÒÓǰ ÁÔÔÉÔÕÄÅÓȟ ÉÎÓÕÆÆÉÃÉÅÎÔ ÔÅÁÃÈÅÒ-traini ng and lack 
of materials in textbooks) is that if compared to teaching vocabulary or grammar, 
teaching pronunciation seems to be a somehow neglected linguistic system in the 
ÃÏÎÔÅØÔ ÏÆ ÆÏÒÅÉÇÎ ÌÁÎÇÕÁÇÅ ÅÄÕÃÁÔÉÏÎ ɉ+ÏÌÅÓÎÉËÏÖÁȟ ςπρςȠ +ÒÜċÏÖÜ Ǫ -ÅÔÒÕËȟ ςπρςɊȢ   

In this situation, using pronunciation-training computer programmes and digital 
ÍÁÔÅÒÉÁÌÓ ÓÅÅÍÓ ÔÏ ÂÅ ÔÈÅ ÓÉÍÐÌÅȟ ÈÅÌÐÆÕÌ ÁÎÄ ÅÆÆÅÃÔÉÖÅ ȰÍÅÄÉÃÉÎÅȱȢ 
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2. Computer assisted pronunciation training (CAPT)  
The specific position of teaching pronunciation via computer assisted instruction is 

reflected in the development of the special branch of CALL, which is CAPT: Computer 
Assisted Pronunciation Training (CAPT). This branch deals with training correct 
pronunciation in general, including mother language, second language and foreign 
language pronunciation learning.  

The majority of CAPT systems were originally developed and used as clinical 
instrumentation tools of speech-language pathologists to treat communication disorders 
of children and adults. Only later they began to be applied in foreign language education. 
They generally monitor all important aspects of speech/voice behaviours, measure 
selected speech/voice parameters (e.g., pitch, amplitude, and spectral characteristics) 
and provide users with intuitive visual displays (spectrographs etc.). Moreover, they 
ÕÓÕÁÌÌÙ ÉÎÃÌÕÄÅ ȰÆÕÎȱ ÍÏÄÕÌÅÓ ×ÉÔÈ ÅÎÔÅÒÔÁÉÎÉÎÇ ÖÏÉÃÅ ÇÁÍÅÓȟ ÁÎÉÍÁÔÅÄ ÇÒÁÐÈÉÃÓ ÁÎÄ 
other activities to motivate younger users. 

 

The advantages of computer assisted pronunciation training (CAPT) software for 
improving English learners' pronunciation have been studied extensively (see the list of 
references). One of the generally accepted doctrines is that good CAPT systems, similarly 
to human teachers, should follow the basic three-ÉÔÅÍ ÔÅÁÃÈÉÎÇ  ÐÒÏÃÅÄÕÒÅ ȰÉÎÐÕÔ ɀ 
output ɀ ÆÅÅÄÂÁÃËȰ ɉ)-O-F):  
 

  

INPUT  OUTPUT  FEEDBACK 
 
 

A. Input = listening to models  
The CAPT system should contain an abundant amount of input (i.e. model materials) 
in a foreign language. Learners need to have access to: 

- sufficient quantities of various types of model texts/discourses  (e.g. everyday 
conversations, scientific programmes, business news, excerpts from dialogues in 
movies, radio interviews, informal and formal speeches, friendly chatting, etc.). Some 
CAPT systems (e.g. Visi-Pitch) make it possible for learners to play recorded texts at 
both normal and slow speeds with simultaneous phonetic transcript; 

-  materials presented by various native speakers  so they will learn to recognize 
individual characteristics of speakers and to induce general phonetic rules;  

- visual aids  ÄÅÐÉÃÔÉÎÇ ÎÁÔÉÖÅ ÓÐÅÁËÅÒÓǰ ÁÒÔÉÃÕÌÁÔÏÒÓ ÍÏÖÅÍÅÎÔÓȟ ÓÉÎÃÅ ÓÉÍÕÌÔÁÎÅÏÕÓ 
seeing and hearing a sound often helps improve learneÒÓǰ ÆÏÒÅÉÇÎ ÌÁÎÇÕÁÇÅ 
production and perception. The visual aids are often presented in the forms of video 
sequence of the mouth producing a sound and accompanied by a written explanation; 

-  graphic representation of speech sounds  (spectrogram) on a computer screen (see 
Fig. 1). 
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Fig. 1: An example of a graphic representation of speech sounds ɀ from the programme Pronunciation 

Patterns - Network Edition 7.0.0  

 
B. Output = producing language  
Many examples from real life, such as immigrants who have lived in a host country for 

decades and who have still retained a strong accent, prove that mere exposure to the 
foreign language, anyhow intense, might not be a sufficient condition for effective 
pÒÏÎÕÎÃÉÁÔÉÏÎ ÔÒÁÉÎÉÎÇȢ ,ÅÁÒÎÅÒǰÓ output  is as important as input, since to speak fluently 
and accurately, learners need to practise speaking.  Only in that way, through active 
production and self-monitoring, learners can compare their own output with the input 
models and consequently improve their own performance.  

 
C. Feedback = checking output quality and evaluation  
Finally, learners should be continually provided with immediate, individually tailored 

and comprehensible feedback . With the help of such feedback, learners are able to 
recognize their individual problems and to proceed to their self-improvement. The 
ÍÏÔÉÖÁÔÉÎÇ ÆÅÅÄÂÁÃË ÓÈÏÕÌÄ ÎÏÔ ÂÅ ÌÉÍÉÔÅÄ ÔÏ ÓÔÁÔÅÍÅÎÔÓ ÁÓ ȰÃÏÒÒÅÃÔȱ ÏÒ Ȱ×ÒÏÎÇȱȟ ÂÕÔ 
learners need to see what exactly is wrong and what should be done to avoid the 
mistakes. 

 
Types of CAPT feedback: 

a) Learners are recorded and they can listen and compare the sound of their output with 
the model inputs. 

b) Learners are recorded and their output is analysed by means of ASR (automatic 
sound recognition) technologies specially tuned for non-native speech. After that, the 
ÓÙÓÔÅÍ ÅÖÁÌÕÁÔÅÓ ÔÈÅ ÌÅÁÒÎÅÒÓǰ ÏÕÔÐÕÔÓ ÅÉÔÈÅÒ ×ÉÔÈ Á ÎÕÍÅÒÉÃÁÌ ÓÃÏÒÅ ɉÉÎ ϷɊȟ ÓÏÍÅ 
ËÉÎÄ ÏÆ ÅÎÃÏÕÒÁÇÅÍÅÎÔ ɉȰ%ØÃÅÌÌÅÎÔȦȱ ÏÒ Ȱ7ÅÌÌ ÄÏÎÅȦȱɊ ÏÒ ÃÒÉÔÉÑÕÅ ɉȰ4ÒÙ ÁÇÁÉÎȦȱɊȢ 

c) Learners are provided with visual feedback ɀ an animation of the mouth showing 
physically how the particular sound that causes problems is to be produced (see Fig. 
2). 
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Fig. 2: A 3-D animation with pronunciation tips from MyET software (Pi-(ÕÁȟ ςππφȠ ΄ -Ù%4Ɋ 
 

d) Learners are provided by the spectrogram of their performance. They can inspect and 
visually compare their spectrograms with the model ones and easily identify the 
problematic areas (see Fig. 3). 

 

 
 
Fig. 3: Example of speech sound graphic representation learners' spectrograms in MyET software (Pi-Hua, 
ςππφȠ ΄ -Ù%4ɊȢ 4ÈÅ ÍÏÄÅÌ ÓÐÅÃÔÒÏÇÒÁÍ ÉÓ ÉÎ ÔÈÅ ÕÐÐÅÒ ÌÉÎÅȢ 4ÈÅ ÌÅÁÒÎÅÒǰÓ ÓÐÅÃÔÒÏÇÒÁÍ ÉÓ ÁÔ ÔÈÅ 
bottom of the interface, so the learner can compare them. Pronunciation errors are colour coded to 
show the areas of the user's difficulty.  

 
e) Many contemporary CAPT systems, especially those intended for young learners, 

include more entertaining ways of feedback, e.g. learners use their voice pitch, 
volume or duration to control the computer game (they can affect the route and 
speed of racing car, colours and size of objects, or to move a train through the 
mountains (see Fig. 4).   
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Fig. 4: Screenshot of the Ȱ4ÒÁÉÎȰ ÁÃÔÉÖÉÔÙ ÆÒÏÍ the section Fun&Games at Video Voice Speech Training 
System webpage www.videovoice.com 

 
3. Recommended procedure  
Based on the previously mentioned teaching procedure (I-O-F), the majority of CAPT 

programmes are designed as follows:  
 

1. Input:  Learners listen closely to model speech and pay attention to various 
aspects of the native speaker's pronunciation,  

2. Output:  Learners pronounce the utterances themselves.  
3. Learners receive feedback, often both visual and auditory.  
4. Learners pronounce the utterances again (possibly multiple times). 
5. After being successful (i.e. after reaching accurate pronunciation) learners 

proceed to the next item.  
6. The best programmes have their learners practice pronunciation skills in 

communicative exercises  (e.g. via interactive exercises, simulating 
conversations or peer-to-peer role-playing).  
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4. Various CAPT materials  

 

Examples of on-line software programmes Confident Speech (American English)  at 
www.confidentspeech.com 
English Accent Coach at www.englishaccentcoach.com 
EyeSpeak at www.eyespeakenglish.com 
Fonetics at www.fonetiks.org 
My English Tutor (MyET) at www.myet.com/en/  (see. Fig. 5) 
.ÁÔÉÖÅ!ÃÃÅÎÔ Ά at www.carnegiespeech.com 
Pronunciation Patterns (American English) at www.pronunciationpatterns.com 
Pronunciation Power at www.englishlearning.com/products/pronunciation -power-1 
Pronunciation Software  at www.eltlearn.com 
Streaming Speech/  Speech in Action at www.speechinaction.org 
Talk to me at www.talk -to-me.software.informer.com 
4ÅÌÌ -Å -ÏÒÅ ΅ 0ÒÅÍÉÕÍ at www.tellmemore.com 
Video Voice Speech Training System at www.videovoice.com 
Visi -Pitch at http://kayelemetrics.com   
 

Examples of accent reduction softwares  
Accent Improvement Software  at www.englishtalkshop.com, 
Voice and Accent at www.letstalkpodcast.com, 
Master the American Accent  at www.loseaccent.com.  
 

Examples of on-line pronunciation activities and games  
BBC Learning English - Pronunciation Tips  at 

www.bbc.co.uk/worldservice/learningenglish/multimedia/pron  
Cambridge English Online  ɀ Phonetics Focus at 

www.cambridgeenglishonline.com/Phonetics_Focus/ 
English Online  at http://www .english-online.org.uk/pronounce/pronounce.htm 
Guide To English Phonetic Symbols  at 

www.oupchina.com.hk/dict/phonetic/home.html  
Many Things  at www.manythings.org/pp/   
Phonics - WordBuilder  at http://www.iknowthat.com/com/L3?Area=WordBuilder  
Perfect Pronunciation  at www.learnersdictionary.com/pronex/pronex.htm  
Ship or Sheep at www.shiporsheep.com 
 

Examples of off -line materials for CAPT  
Connected Speech Australian English . CD-ROM. Hurstbridge, VIC: Protea Textware 
Pty, Ltd. , 2006. 
Connected Speech British English . CD-ROM. Hurstbridge, VIC: Protea Textware Pty, 
Ltd., 2006. 
Easy English: See It, Hear It, SAY IT!. CD-ROM. Cupertino, CA: Courseware Publishing 
Int., 2013. 
Pro-nunciation. The English Communication Toolkit . (Australian English). CD-ROM. 
Wyong, NSW: Pronunciation Pty, Ltd. , 2013. 
Streaming Speech: Listening and Pronunciation for Advanced Learners of English . 
CD-ROM. Harborne, Birmingham: speechinaction, n.d. 
TEAM: Technology Enhanced Accent Modification . CD-ROM and Manual. London: 
Lawrence Erlbaum Associated, 1999. 

http://www.confidentspeech.com/
http://www.englishaccentcoach.com/
http://www.eyespeakenglish.com/
http://www.fonetiks.org/
http://www.myet.com/en/
http://www.carnegiespeech.com/
http://www.pronunciationpatterns.com/
http://www.englishlearning.com/products/pronunciation-power-1
http://www.eltlearn.com/
http://www.speechinaction.org/
http://www.talk-to-me.software.informer.com/
http://www.tellmemore.com/
http://www.videovoice.com/
http://kayelemetrics.com/
http://www.englishtalkshop.com/
http://www.letstalkpodcast.com/
http://www.loseaccent.com/
http://www.bbc.co.uk/worldservice/learningenglish/multimedia/pron
http://www.cambridgeenglishonline.com/Phonetics_Focus/
http://www.english-online.org.uk/pronounce/pronounce.htm
http://www.oupchina.com.hk/dict/phonetic/home.html
http://www.manythings.org/pp/
http://www.iknowthat.com/com/L3?Area=WordBuilder
http://www.shiporsheep.com/
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Figure 5:  Interface of pronunciation analysis for learners provided by MyET software (Pi-(ÕÁȟ ςππφȠ ΄ 
MyET). 
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2.3 CALL and teaching grammar  
 

3ÉÌÖÉÁ 0ÏËÒÉÖéÜËÏÖÜ 
 

1 Teaching grammar  
Similarly to the situation with teaching English language pronunciation, opinions of 

academics and teachers on teaching grammar vary. There has been a continuous 
discussion on the question of why and whether grammar should be taught and if yes, 
whether it should be done implicitly or explicitly, inductively or deductively, etc. 

Traditional ly, teaching grammar focused solely on linguistic aspects of grammar: 
rules, patterns and grammatical forms. Pragmatic aspects of grammar (related to its use 
in communication) were systematically neglected.  

Modern methodology is more inclined to teaching grammar through communicative 
activities (communicative grammar). The aim of modern grammar teaching is not to 
instruct learners so that they are able to describe the grammar item/structure. Instead, 
learners should know how to use the grammar item (structure/language form) 
accurately and appropriately in fluent communication. 

For more on modern teaching grammar in foreign language education see works by 
%ÌÌÉÓ ɉςππςȟ ςππφɊȠ &ÏÔÏÓ ɉρωωτɊȠ 'ÏÎÄÏÖÜ ɉςπρςɊȠ ,ÁÒÓÅÎ-Freeman (1997, 2001a, 
ςππρÂɊȠ ,ÏÊÏÖÜ ɉςππτɊȠ 0ÏËÒÉÖéÜËÏÖÜ ɉςπρςȟ ςπρσɊȢ   
 

2 Computer -assisted grammar teaching (CAGT) and learning (CAGL)  
Dynamic changes in the development of CALL technologies affect also the area of 

teaching grammar. Grammar is often dreaded by learners as the most boring part of 
language learning, especially because they feel it torn from reality and true 
communication. The opinion is usually backed up by their previous experience with 
more traditional deductive ways of grammar teaching (mechanical gap-filling, 
constructing sentences on a given model, multiple choice exercises) which were 
ÄÉÓÐÒÁÉÓÉÎÇÌÙ ÎÁÍÅÄ ÁÓ ȰÔÁÌË ÁÎÄ ÃÈÁÌËȱ ÏÒ ȰÄÒÉÌÌ ÁÎÄ ËÉÌÌȱȢ  

Unfortunately, first computer-assisted grammar teaching (CAGT) instruments copied 
the previous unpopular ways of many print textbooks. Computers were used as mere 
electronic workbooks to practice grammar structures (Chun & Brandl, 1992; 
Underwood, 1993). CALL-exercises usually consisted of the tasks where learners needed 
to provide some kind of action, either by clicking, filling in a word or saying something 
ÉÎÔÏ Á ÍÉÃÒÏÐÈÏÎÅ ÔÏ ÇÁÉÎ ÔÈÅ ÐÒÏÇÒÁÍÍÅǰÓ ÉÍÍÅÄÉÁÔÅ ÒÅÓÐÏÎÓÅ ɉÆÅÅÄÂÁÃËɊȢ 

However, the progress in CALL technologies has enabled both teachers and learners 
to break of the old routines and to reach improvements in two important areas: 

1. Emphasised interactivity: modern CAGT programmes build upon a trait that 
distinguishes them from other teaching aids most: ÔÈÅ ÁÂÉÌÉÔÙ ÔÏ ÉÎÔÅÒÁÃÔ ×ÉÔÈ ÔÈÅ ÓÔÕÄÅÎÔȢ Ȱ"ÏÏËÓ 
and tape recordings can tell a student what the rules are and what the right solutions are, but 
they cannot analyze the specific mistake the student has made and react in a manner which 
leads him not only to correct his mistake, but also to understand the principles behind the 
ÃÏÒÒÅÃÔ ÓÏÌÕÔÉÏÎȱ ɉNelson, Ward & Kaplow, 1976, p. 28-37). 

2. Strengthened communicativeness: they aim at developing communicative skills of 
learners to provide opportunities for meaningful communication. 
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Although CAGT/CAGL occurs rather frequently in foreign language education, it has 
not been given as much attention of researchers as other areas of foreign language 
pedagogy. Research studies mostly focus on questioning some of many potential 
benefits both teachers and learners expect from CAGT/CAGL (e.g. Al Jarf, 2005; Deugo, 
2004; Doughty, 1991; Gonzalez-Bueno & Perez, 2000; Hegelheimer & Fisher, 2006; Liou, 
Wang & Hung-Yeh, 1992; Nagata, 1996, 1998; Nutta, 1998;  Robinson, 1996; Torlakovic 
& Deugo, 2004). These expected benefits could be summarized as: 
- CAGT individualizes learning (learners supported by CAGT programmes have better 

grammar knowledge because they can learn at their own pace and they can choose activities 
which suit best to their learning needs and styles, regardless the needs of other learners in 
the classroom);  

- CAGT makes teaching more effective (teachers are freed from checking and marking the 
answers, so they can use the saved time and energy for real communication in a target 
language);  

- CAGT motivates learners (through  immediate feedback to each answer); 
- CAGT has the potential to make learning more eventful, creative, entertaining  

and real -life -rooted.  
 
 
 

Softwares for CAGL 
 
Grammar Fitness by Merit Software 
English Grammar Made Easy by Lets Talk Institute, Ltd. 
 
 
 

Interactive grammar lessons  
 

 

        
 

Grammar Bytes!  MOOC (Massive Open Online Course) 
English Interactive  
English grammar secrets  
Grammar  videos 
  

http://www.chompchomp.com/menu.htm
http://englishinteractive.net/grammar.html
http://www.englishgrammarsecrets.com/
http://learnenglishteens.britishcouncil.org/grammar-vocabulary/grammar-videos
http://www.englishmedialab.com/grammar.html
http://www.quill.org/
http://grammarmancomic.com/comicsgman.html
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Interactive grammar games  
 

Example 1 - The Grammar of Doom 
Example 2 ɀ Grammar Wars 
Example 3 ɀ Grammar Bubbles 
Example 4 - British Council grammar games  
 

 

 
 

Grammar proofreaders  
 

 
Grammarly  is an automated proof-reader which helps users edit their writings by 
correcting: grammar, spelling, word choice and style mistakes. 
  
 

 
Paper-rater checks spelling and grammar, diction and style, and has a function of 
plagiarism detection as well. 
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3 CALL and developing communicative skills  

3.1 CALL and developing listening  

"ÏĿÅÎÁ (ÏÒÖÜÔÈÏÖÜ 

 

Listening was first recognized as a major component of language learning and 

teaching in the 1960s and 1970s. Around that time it was rather heavily influenced by 

reading and writing pedagogy and a behaviourist approach. As Richards (2008) puts it, 

listening was associated with the mastery of discrete skills or microskills, such as 

discriminating sounds in words, especially phonemic contrasts, recognizing reduced 

forms of words, recognizing cohesive devices in texts, and identifying key words in a 

text, deducing the meaning of unfamiliar words, predicting content, noting 

contradictions, inadequate information, ambiguities or differentiating between fact and 

opinion. These skills should form the focus of teaching.  

)Î ÔÈÅ ρωψπÓ +ÒÁÓÈÅÎȭÓ ɉρωψςɊ ÉÄÅÁÓ ÁÂÏÕÔ ÃÏÍÐÒÅÈÅÎÓÉÂÌÅ ÉÎÐÕÔ ÇÁÉÎÅÄ ÉÍÐÏÒÔÁÎÃÅȢ 

It promotes the idea that listening is vital in the language classroom because it provides 

input for the learner. Without understanding input at the right level, learning cannot 

ÂÅÇÉÎȢ !ÓÈÅÒ ɉρωψψɊ ÉÎÔÒÏÄÕÃÅÄ Á ÍÅÔÈÏÄÏÌÏÇÙ ÂÁÓÅÄ ÏÎ +ÒÁÓÈÅÎȭÓ ×ÏÒË ÁÎÄ ÏÎ ÔÈÅ 

belief that a second/foreign language is learned most effectively in the early stages if the 

learners are not under pressure for production - Total Physical Response.  

Gradually, the emphasis on teaching listening and the focus of listening instruction 

has changed. With the Communicative Language Teaching (CLT) methodology the focus 

has moved to developing listening as a skill needed for constructing and communicating 

meaning. Listening came to be seen as an interpretive process. CLT methodology 

stresses the importance of practising core listening skills, such as listening for details, 

listening for gist, predicting, listening selectively and making inferences. Brown (1987) 

specified these concepts that are significant for listening instruction:  

(1) the difference between the spoken and the written language,  

(2) various dimensions of authenticity, and  

(3) the contextualisation of instructional tasks and language.  

 

In the 80s and 90s applied linguists also began to use new theoretical models of 

comprehension from the field of cognitive psychology. The distinction between bottom-

up and top-down processing was derived. According to the bottom-up model listening is a 

linear, data-driven process. Comprehension occurs to the extent that the listener is 

successful in decoding the spoken text. The top-down model of listening involves the 

listener in actively constructing meaning based on expectations, inferences, intentions, 

knowledge of  schema and other relevant  prior knowledge and by a selective processing 

of the input. 



 

43 

 

Later, discussions about listening instruction by Rubin (1994), Chamot (2004), 

Mendelsohn (1995), Lynch (1998), Vandergrift (2005), Graham and Vanderplank (2007) 

and (Goh, 2008) have emphasised the role of strategy training and learner 

metacognition in facilitating comprehension. The term metacognition was coined by 

&ÌÁÖÅÌÌ ɉρωχωɊ ÁÎÄ ÉÔ ÒÅÆÅÒÓ ÔÏ ÁÎ ÉÎÄÉÖÉÄÕÁÌȭÓ Á×ÁÒÅÎÅÓÓ ÏÆ ÔÈÉÎËÉÎÇ ÁÎÄ ÌÅÁÒÎÉÎÇȢ )Ô ÁÌÓÏ 

includes the ability to regulate these thinking and learning processes. In the last 20 years 

many ideas for teaching second/foreign language listening have been suggested in order 

to help learners to manage these activities successfully. Teachers are advised to activate 

ÌÅÁÒÎÅÒÓȭ schemata (prior knowledge structures stored in the long-term memory), to use 

techniques, such as teacher-modelling, to show learners the mental activities that they 

engage in to construct their understanding of listening texts, to use pre-communication 

ÁÃÔÉÖÉÔÉÅÓ ÁÓ Á ×ÁÙ ÏÆ ÒÁÉÓÉÎÇ ÌÅÁÒÎÅÒÓȭ Á×ÁÒÅÎÅÓÓ ÁÂÏÕÔ ÌÉÓÔÅÎÉÎÇ ÐÒÏÃÅÓÓÅÓ ɉ"ÕÃË, 1995).  

 

Adopting CALL in TEFL listening ɀ Opportunities and threads 

Generally, computer-based materials include computer courses, learning programs, 

computer games, software for teaching and learning, and Web-based materials 

incorporate distance courses, online teaching and learning materials. CALL software, 

online discussion boards, and online conference tools such as text chat, whiteboard, 

audio and video, offer opportunities for comprehensible input and output, and meaning 

negotiation. Through many websites, a great amount of authentic material, which is 

readily applicable, up-to-date, and free, can be used for language skills. Teachers and 

students can access online authentic listening material from radio or TV programs for 

listening teaching and practice. Students can even use mobile phones for listening 

(mobile listening), which creates more opportunities for improving their language skills 

and encourages them to actively participate in learning. Along with the increasing use of 

computers in language teaching, English learning websites are expanding considerably. 

The biggest problem for teachers and learners is to select the right authentic language 

materials in written, audio, and visual formats. According to Rost (2002, p. 259) teachers 

have to master the following steps: 1. identifying accessible materials of suitable interest 

and relevance for learners, 2. finding materials at an appropriate level of difficulty, 3. 

creating tasks for the learners before, while and after they work with the materials, 4. 

providing interactivity and feedback to the learners. 

 

Podcasting 

There are several ways of using possibilities which CALL offers for practising 

listening in TEFL. One of them is podcasting. The term itself is a combination of a brand 

name i-Pod with the word broadcasting. Podcast is an audio/video file of a radio/TV 

broadcast that can be automatically downloaded and updated via the Internet onto a 

personal computer. To experience podcasting it is possible to use any device that 

supports downloading MP3 files. Learners can listen over and over to any material that 

they find interesting. Podcasts can last from two to three minutes and to an hour. 

Learners can subscribe to a podcast through an RSS subscription allowing the automatic 

download and updating of the content. The main reasons for podcasting are the 
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possibility to watch/listen whenever, wherever; providing content not available 

anywhere else and portability. 

 

Types of podcasts  

1. Types of podcasts according to the type of files (Tony Vincent, 2009): 

a) Audio podcasts are usually an MP3 file and are the most common types of podcasts.  

b) Enhanced podcasts can have images to go along with the audio. They can also have 

chapter markers, making it easier to skip to different portions of an episode. 

c) Video podcasts are movies, complete with sound. Video podcasts can be in a variety of 

formats (also known as vodcasts or podclips). 

2. Types of podcasts according to their purpose of creation:  

a) podcasts for non- educational purposes - e.g. radio podcasts - authentic material,  

b) podcasts for educational purposes- there have been created a number of 

ESL/EFL/ELT podcasts offering a range of topics.  

3. Types of podcasts according to a creator:   

a) podcasts created by professionals,   

b) podcasts created by a common user.  

 

Advantages of using podcasting in developing listening skills  

1. Source of original and authentic material - natural speech, good examples of 

intonation, stress, pronunciation, grammar, syntax and vocabulary   

2.  Support of individual learning - due to interesting topics learners can enjoy regular 

listening using popular multimedia in privacy even listening a few minutes a day    

3.  Motivation enhancement - regular and individual listening practice of appropriate 

level improves the listening ability, 

4.  Good results encourage the students in further practice 

5.  Reduction of students' fear of failure  

 

Examples of working podcast links  

1.  Comprehensive e.g.,www.englishteacherjohn.com/podcast/ - offers a range of 

traditional listening practice, listening comprehension, interviews or vocabulary  

2.  Whole lesson e.g., http://www.breakingnewsenglish.com/  - a story based episodes 

accompanied with the text and worksheets plus lesson plans, ready-made lessons  

3.  Vocabulary, Idioms etc., e.g., http://newyorkenglish.net/  - introduces specific 

vocabulary and its use (this site deals with vocabulary used by New Yorkers  

4.  Conversation with script e.g., http://www.e -poche.net/conversations/ - offers 

conversation between native speakers with the possibility to use a transcript  

5.  Jokes e.g. http://www.manything.org/jokes/  - as many jokes are based on play on 

words a listener must listen more carefully  

6.  Songs e.g., http://englishpodsong.blogspot.com/  - traditional  or popular authentic 

songs are provided possibly with lyrics       

7.  Phonetics, pronounciation e.g., http://phoneticpodcast.com/  - lessons concentrating 

on phonounciation issues  

http://phoneticpodcast.com/
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8.  Stories e.g., http://www.englishthroughstories.com/  - different stories are read 

aloud and questions may be added aimed at listening comprehension  

9.  Listening comprehension e.g., http://mylcpodcasts.blogspot.com/  - offers 

traditional listening comprehension practice 

10.  World-changing talks, debates, film screenings, podcasts, videos, and animations 

e.g., http://www.thersa.org/events/audio -and-past-events - offers authentic 

lectures on up-to-date topics in audio and video format at full length  

11.  http://www.bbc.c o.uk/podcasts - offers news on up-to-date topics 

 

Other links  

http://www.dailyesl.com/  - presents short conversation starters or readings that you 

can study and then try to apply in everyday situations 

http://www.ezslang.com/  - this site is specifically designed to help low-intermediate to 

advanced learners improve their survival skills in many different situations and to 

make learning slang an easier process for better communication 

www.trainyouraccent.com - combines both listening and pronunciation practice with 

language samples that students can incorporate in their daily conversations. 

http://www.bbc.co.uk/worldservice/learningenglish/ - offers texts on general and 

business English, grammar, vocabulary and pronunciation 

http://www.esl -lab.com/ - ofers General listening quizzes, Basic listening quizzes, 

Listening quizzes for academic purposes, 20-Minute ESL vocabulary lessons, 

Language learning and life tips and Long conversations with RealVideo  

 

 
Model activities  

 
Activity  1 
Introduction: Two common features of spoken English which might cause problems 

in listening comprehension are: unstressed vowels - words which can be easily 
understood when they are heard in isolation often sound quite different in a sentence and 
connected speech - English speech tends to run words together. A teacher can alert his/her 
learners to this feature of English speech by getting them to listen to words spoken slowly and 
individually and then spoken at a normal speed so that they sometimes link together. When 
stÁÒÔÉÎÇ ÔÈÅÉÒ %ÎÇÌÉÓÈ ÃÏÕÒÓÅ ÓÔÕÄÅÎÔÓȭ ÓÐÅÁËÉÎÇ ÁÎÄ ÌÉÓÔÅÎÉÎÇ ÓËÉÌÌÓ ÁÒÅ ÇÅÎÅÒÁÌÌÙ ÍÕÃÈ ×ÅÁËÅÒ 
than their reading and writing skills. The webpage DailyStep English for busy people is designed 
to remedy this situation by improving listening, speaking and vocabulary. The lessons can also 
be used to improve writing skills, by using the audio files as dictation materials.  
 

Link:  http://www.dailystep.com/content.asp?id=19  
 

Audio file name : DailyStep-4_business-visitors-007_05 
Situation: John tells Judy that he has booked the restaurant called Rules, and she wishes that she 
could go there too.  
Style: informal  
Level: High Intermediate English Audio Lessons. 
 
The students learn:  1. How to speak and understand fast English, 2. Natural English 
conversation, 3. English phrasal verbs and idioms, 4. Complex English sentences, clauses, 

http://www.dailystep.com/content.asp?id=19
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questions and grammar, 5. Formal, informal and general English styles, 6. How to tell stories and 
make friends in English 
The students have:  the possibility to download PDF version of the text, print the text and save 
the audio file in mp3 format.  
 

The text: 

John:    Having received a copy of the menu at Rules, Iôd say it sounds ideal for entertaining a visitor to London. 

Mr Arias doesnôt arrive in London until late afternoon. Heôll just have enough time to go to his hotel and freshen 

up before dinner.  

Judy:   I wish I could come with you. Iôve never been to Rules but Iôve heard great things about it.  

John:    Iôd love to be able to invite you but as you can imagine my expenses budget just wouldnôt cover it and it 

would be unethical to let someone unconnected to the company dine out on its expense account. Sorry, but itôs a 

frozen pizza for you!  

Judy:   Oh, not again.  

 
The procedure:  
1. Students listen twice to the audio file without looking at the words and look away from the 
computer screen. 
2. They ask themselves what the speakers are talking about. If possible, they say aloud what they 
think the speakers are talking about. 
3. They try to write the exact words that are hidden - use them as a dictation. They can pause the 
audio file, and use the audio slider to move back and forward in the audio file. They can also 
listen to the slow audio file, which they will find at the bottom of each lesson box. 
4. Then, they uncover the hidden words by clicking once on each black-out area and check to see 
if their dictation is correct. They try to notice which words were difficult to hear ɀ these are 
often the small words that are not stressed. 
5. Students listen again to the dialogue with all the text uncovered. 
6. Students read the dialogue aloud (in other words, speak the dialogue), without the audio file. 
They practise this 2 or 3 times and try to copy the pronunciation, rhythm and tone of the English 
speakers. 
7. Students listen to the audio and read the dialogue aloud at the same time. In other words, they 
speak along with the audio file. They try this 2 or 3 times (or more), until they can speak in the 
same style as the English speakers. They concentrate on pronunciation, rhythm, tone and speed. 
They can also read along with the slow audio file, and the icon for this is at the base of each 
lesson box. Using the slow audio file before the fast one will help them link the words together 
more naturally.  
8. Then, they listen to the audio again 3 times, without reading the text and look away from the 
computer screen. This time they should understand the conversation perfectly. They try to speak 
along with the audio as well and should not worry if they cannot say all of it. It is a good idea to 
try this stage of the lessons the next day as well. 
9. Finally, the students try saying the dialogue, or parts of it, without the audio or text. After 
listening to and speaking the same conversation so many times, they will automatically learn the 
grammar and vocabulary without having to study it, and they will find that they remember it 
well. 
10. Students write the new vocabulary in a book, and add new words to it every day. 
 
Students learn the following functions:  
1. Giving opinions: )ȭÄ ÓÁÙ it sounds ideal for entertaining a visitor to London.  
2. Emphasizing: Mr Arias ÄÏÅÓÎȭÔ arrive in London until  ÌÁÔÅ ÁÆÔÅÒÎÏÏÎȟ ÈÅȭÌÌ ÈÁÖÅ just enough 
time to go to his hotel  
3. Expressing a wish: I wish that I could come with you  
4. Showing regret for something that cannot happen: )ȭÄ ÌÏÖÅ ÔÏ ÂÅ ÁÂÌÅ ÔÏ ÉÎÖÉÔÅ ÙÏÕȟ ÂÕÔ ȣ 
5. Explaining something: As you can imagineȟ ÍÙ ÅØÐÅÎÓÅÓ ÂÕÄÇÅÔ ÊÕÓÔ ×ÏÕÌÄÎȭÔ ÃÏÖÅÒ ÉÔ  
6. Complaining about a repeated event: Oh, not again  
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Students learn the following expressions typical for spoken English:  
ρȢ (ÁÖÉÎÇ ÒÅÃÅÉÖÅÄ ȣ Ѐ !ÆÔÅÒ ÒÅÃÅÉÖÉÎÇȣ 
ςȢ )ȭÄ ÓÁÙ  Ѐ ) ×Ïuld say / I think  
3. it sounds ideal = it sounds perfect 
4. late afternoon = late in the afternoon 
υȢ ÈÅȭÌÌ ÈÁÖÅ ÊÕÓÔ ÅÎÏÕÇÈ ÔÉÍÅ Ѐ ÈÅ ×ÉÌÌ ÈÁÖÅ ÅÎÏÕÇÈ ÔÉÍÅ ÂÕÔ ÎÏ ÔÉÍÅ ÔÏ ÓÐÁÒÅ 
6. freshen up (phrasal verb) = refresh himself 
χȢ )ȭÖÅ ÈÅÁÒÄ ÇÒÅÁÔ ÔÈÉÎÇÓ ÁÂÏut it = People have told me that it is very good 
ψȢ )ȭÄ ÌÏÖÅ ÔÏ ÂÅ ÁÂÌÅ ÔÏ ÉÎÖÉÔÅ ÙÏÕ Ѐ ) ×ÏÕÌÄ ÒÅÁÌÌÙ ÌÉËÅ ÉÔ ÉÆ ÙÏÕ ÃÏÕÌÄ ÃÏÍÅ ÔÏ ÔÈÅ ÒÅÓÔÁÕÒÁÎÔ ×ÉÔÈ 
us 
ωȢ ÍÙ ÅØÐÅÎÓÅÓ ÂÕÄÇÅÔ ÊÕÓÔ ×ÏÕÌÄÎȭÔ ÃÏÖÅÒ ÉÔ Ѐ ÍÙ ÃÏÍÐÁÎÙ ÃÁÎÎÏÔ ÐÁÙ ÆÏÒ ÙÏÕÒ ÄÉÎÎÅÒ ÁÓ ×ÅÌÌ 
10. unethical = wrong / immoral 
11. to let someone unconnected to the company dine out = to allow someone unconnected to the 
company to dine out 
12. unconnected to the company = not employed by the company 
13. dine out (phrasal verb) on its expense account = have restaurant bills paid by my company 
ρτȢ ÉÔȭÓ Á ÆÒÏÚÅÎ ÐÉÚÚÁ ÆÏÒ ÙÏÕȦ (the speaker is joking a little here)= you will have to eat a frozen 
pizza for dinner! 
 

Conclusion: The method used in the online lesson described above is to learn speaking 
English by listening, understanding and copying English speakers` exact pronunciation, rhythm 
and tone. Bottom-up processes are applied in this type of activity. At the same time the 
organization of spoken discourse is respected and students can develop the abilities needed to 
process real-time authentic discourse. The students can save the audio files to their computer or 
portable music player and listen to them at any time. Students can also subscribe to the audio 
lessons on DailyStep and review past lessons any time in their Personal Lesson Bank. This is 
available to them even after their subscription expires. It offers a possibility to test their 
progress by returning to a lesson they found difficult and trying it again. 
 
 
 

 
Activity 2  
Introduction: )Æ ÔÈÅ ÔÅÁÃÈÅÒÓ ×ÉÓÈ ÔÏ ÅØÔÅÎÄ ÔÈÅÉÒ ÓÔÕÄÅÎÔÓȭ ÌÉÓÔÅÎÉÎÇ ÁÃÔÉÖÉÔÉÅÓ ÂÅÙÏÎÄ ÔÈÅ 

classroom and introduce students into the benefits of extensive listening - listening at length, 
often for pleasure and in a leisurely way, which takes place when students are on their own -, 
on-line listening sources offer an excellent opportunity. The benefits are: 1) the more the 
students listen, the more language they acquire, and the better they get at listening activities in 
general; 2) provided the input is comprehensible students will gradually acquire more words 
and greater schematic knowledge which will resolve many language difficulties they started 
×ÉÔÈȢ !Ô ÔÈÉÓ ÐÏÉÎÔȟ +ÒÁÓÈÅÎȭÓ ÓÕÇÇÅÓÔÉÏÎ ÔÈÁÔ ÃÏÍÐÒÅÈÅÎÓÉÂÌÅ ÉÎÐÕÔ ÁÉÄÓ ÌÁÎÇÕÁÇÅ ÁÃÑÕÉÓÉÔÉÏÎ 
plays an important role. Teachers should design listening situations where they have a less 
interventionist role and students have opportunities to listen and re-listen and thus do as much 
of the work as possible for themselves. 
 
Link:  http://www.esl -lab.com/shock1/shock1.htm 
Audio file name:  Culture Shock,  
Situation:  The speaker introduces the stages of the culture shock.  
Style: formal  
Level: Upper Intermediate English Audio Lessons 
The students have:  the possibility to download PDF version of the text, print the text and save 
the audio file in mp3 format.  
 

http://www.esl-lab.com/shock1/shock1.htm
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The procedure:  
I. Pre-Listening Exercise 
The students discuss whether they have ever experienced positive or negative feelings when 

spending some time in a foreign country and culture. 

II. Listening Exercises 

1. Listen to the conversation and answer the questions.  

1. How does a person view the new culture in the first stage of culture shock? 

A. Everyone is watching me. 

B. Wow. Everything is different. 

C. I want to go home. 

2. What are the symptoms of the second stage of culture shock? 
A. People tend to withdraw from society. 
B. People try to integrate into the culture. 
C. People criticize the people and culture. 

3. What is the third stage of culture shock? 
A. the humour stage 
B. the hunting stage 
C. the homeless stage 

4. What statement by the visitor best describes the "home" stage? 
A. I'm glad to be returning to my own country. 
B. These people love their families and homes. 
C. I really enjoy living among the people here. 

5. What is the best title for this mini-lecture?  
A. How to Adjust to Culture Shock 
B. The Stages of Culture Shock 
C. The Causes of Culture Shock 

2. Text Completion Quiz. Write the words you hear in the correct blank. 

7ÅÌÌȟ ) ÔÈÉÎË ɉρɊ ȣȢȢ ÓÐÅÁËÉÎÇȟ ×Å ÃÏÕÌÄ ÓÁÙ ÔÈÁÔ ÔÈÅÒÅ ÁÒÅ ÆÏÕÒ ÓÔÁÇÅÓ ÔÏ ÃÕÌÔÕÒÅ ÓÈÏÃËȢ &ÉÒÓÔ ÏÆ ÁÌÌȟ ÔÈÅ ɉςɊ 
ȣȢȢ ÓÔÁÇÅȢ 5Èȟ ÔÏ ÔÈÅ ÖÉÓÉÔÏÒȟ ÅÖÅÒÙÔÈÉÎÇ ÓÅÅÍÓ ÎÅ×ȟ ÑÕÁÉÎÔȟ ÁÎÄ ɉσɊȢȢȢȢȢ Ȣ 4ÈÅ ÆÏÏÄȟ ÔÈÅ ÓÕÒÒÏÕÎÄÉÎÇÓȟ ÔÈÅ 
buildings. And it produces a feeling ÏÆ ÅÕÐÈÏÒÉÁȡ Á ÄÅÓÉÒÅ ÔÏ ÌÏÏË ÁÒÏÕÎÄȟ ÔÏ ÅØÐÅÒÉÍÅÎÔȟ ÔÏ ɉτɊ ȣȢȢ Ȣ  
4ÈÅ ÎÅØÔ ÓÔÁÇÅ ÉÓ ÔÈÅ ͼÈÏÒÒÏÒͼ ÓÔÁÇÅȟ ×ÈÅÒÅ ÔÈÅ ɉυɊ ȣ ×ÅÁÒÓ ÏÆÆȟ ÁÎÄ ÔÈÅ ÖÉÓÉÔÏÒ ÓÅÅÓ ÔÈÅ ÃÏÕÎÔÒÙ ÆÒÏÍ Á 
ÄÉÆÆÅÒÅÎÔ ɉφɊ ȣȢȟ ÁÎÄ ÏÆÔÅÎ ÂÅÇÉÎÓ ÔÏ ÃÒÉÔÉÃÉÚÅ ÔÈÅ ÃÏÕÎÔÒÙȟ ÔÈÅ ÌÉÆÅȟ ÁÎÄ ÔÈÅ ɉχɊ ȣ ÏÆ ÔÈÅ ÐÅÏÐÌÅȢ  
4ÈÅ ÎÅØÔ ÓÔÁÇÅȟ ×Å ÃÏÕÌÄ ÓÁÙȟ ÉÓ ÔÈÅ ͼÈÕÍÏÒͼ ÓÔÁÇÅȟ ×ÈÅÒÅ ÐÅÏÐÌÅ ÂÅÇÉÎ ÔÏ ɉψɊ ȣ ÂÁÃË ÁÎÄ ÌÁÕÇÈ ÁÔ ÔÈÅÉÒ ɉωɊ 
ȣ ÉÎ ÔÈÅ ÅÁÒÌÉÅÒ ÓÔÁÇÅÓȢ  
!ÎÄ ÔÈÅ ÆÉÎÁÌ ÓÔÁÇÅȟ ×Å ÃÏÕÌÄ ÓÁÙȟ ÉÓ ÔÈÅ ͼÈÏÍÅͼ ÓÔÁÇÅ ×ÈÅÒÅ ÐÅÏÐÌÅ ÂÅÇÉÎ ÔÏ ÆÅÅÌ ÁÔ ÈÏÍÅȟ ÅÎÊÏÙ ɉρπɊ ȣ in 
that foreign country. 

 

 
III. Post-Listening Exercise 
 
1. Discuss these topics:  
a) The presented mini-lecture is not meant to imply that all individuals visiting another country 
will experience all stages or that there is a particular order to culture shock. Have you ever 
experienced a culture shock and in what stage did you find yourself? 
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b) Culture shock is not limited to the overseas visitor; rather, it often occurs within cultures as 
individuals move from place to place or from one setting to another (e.g., from high school to 
college). Did you experience a culture shock after you began to study at a university? 
c) Culture shock should be viewed as a natural occurrence, affecting most of us to different 
degrees, and is nothing we should seek to deny if it happens to us. Express you opinion on this 
statement. 
 
Students learn the following key vocabulary:  
quaint  - unusual; unfamiliar; different in appearance to what one is used to 
novel  - new; different; strange 
euphoria  - a feeling of great excitement or pleasure 
different light - a new or different viewpoint 
social gaffe - an inappropriate behaviour caused by lack of knowledge about   
 
Conclusion:  Students listen both for transactional purposes to develop new skills and construct 
new knowledge and engage in interactional language in the post-listening stage to socially 
interact with each other and their teacher. Top-down processes are applied in this type of 
listening activity. The students use schemata to infer the contextual information from the heard 
speech or conversation. These activities are designed to help learners develop their pragmatic 
and discourse knowledge. They are often used for improving communicative skills focusing on 
meaning rather than form.  
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3.2 CALL and developing speaking  
 

Silvia 0ÏËÒÉÖéÜËÏÖÜ 

 
1. Teaching speaking  
4ÈÅ ÔÅÒÍ ÓÐÅÁËÉÎÇ ɉЀÏÒÁÌ ÐÒÏÆÉÃÉÅÎÃÙɊ ÉÎ ÔÈÉÓ ×ÏÒË ÉÓ ÕÎÄÅÒÓÔÏÏÄ ÁÓ ȵÁÎ ÉÎÄÉÖÉÄÕÁÌȭÓ 

ability to express ideas  in language that is comprehensible and appropriate to the task. 
It means that speaking is not only forming phonemes and sentences in a target language 
(which is the goal of pronunciation training, see Chapter 2.2) but the key here is passing 
a message and sharing ideas in a real communication.  
4ÈÅ ÇÏÁÌ ÏÆ ÔÅÁÃÈÉÎÇ ÓÐÅÁËÉÎÇ ÓËÉÌÌÓ ÉÓ ȰÎÏÔ ÔÏ ÔÒÁÉÎ ÌÅÁÒÎÅÒÓ ÉÎ ÃÏÎÖÅÒÓÁÔÉÏÎ ÏÎ ÔÈÅ 

level comparable to native speakers, but to help learners be understandable enough to 
avoid serious confusion in the message tran sfer  due to their faulty pronunciation, 
grammar, or vocabulary. Moreover, learners should be able to respect social and cultural 
ÒÕÌÅÓ ÔÈÁÔ ÁÐÐÌÙ ÉÎ ÅÁÃÈ ÃÏÍÍÕÎÉÃÁÔÉÏÎ ÓÉÔÕÁÔÉÏÎȱ ɉ0ÏËÒÉÖéÜËÏÖÜȟ ςπρςȟ ÐȢ ωπɊȢ  

To obtain a sufficient level of oral proficiency, learners need to have as many 
opportunities to produce the target language or to communicate in it orally as possible.  

 
Types of oral productions  
Very roughly, two types of speaking productions can be recognised: monological 

(informative) and dialogical (interactive).  
According to CEFR (2002, p. 58), examples of monological (informative) speaking 

include: reading a written text aloud; speaking from written notes or visual aids (graphs, 
pictures, etc.); performing literary texts, public announcements, addressing audiences, 
and singing. 

Dialogical (interactive) activities, when the speaker interacts with other 
communicators, involve: interviews, dialogues, casual conversations, informal 
discussions, formal discussions, debates, interviews, negotiations, etc. (ibid., p. 73). 

 
To help learners develop their speaking skills in a target language, the teacher can 

choose from a large group of teaching techniques and activities. Depending on the level 
ÏÆ ÌÅÁÒÎÅÒÓǰ ÆÒeedom to produce their own language and express their own ideas, 
opinions and attitude, three types of speaking-developing activities can be named: 
A. Controlled activities : learners can use language strictly defined by the type of 

activity, e.g. chorused or individual imitating language models; performing 
memorised expressions and statements; reading aloud; answering closed (yes-no and 
wh-) questions, performing dialogues; practicing tongue-twisters, rhymes and songs. 

B. Guided activities:  learners may use their own language to some extent within the 
defined frame of the activity, e.g. paraphrasing sentences by replacing/adding some 
words, filling in the gaps in a schedule or timetable, completing sentences or stories, 
rephrasing or retelling stories, dramatization of literary texts. 

C. Free activities : learner may create their own messages without limitations given by 
the task, e.g. role plays; situation methods; discussions; debates; formal and informal 
speeches, giving presentations, etc. 

 
2. Computer assist ed teaching speaking (CATS) 
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It is not surprising that all of the above mentioned speaking activities can be 
performed with the assistance of computers and other modern communication 
technologies. However, the teacher should keep in his/her mind that the technologies 
should be used in the teaching process for clear methodological reasons, not for fun and 
entertainment only. A general goal of computer-ÁÓÓÉÓÔÅÄ ÔÅÁÃÈÉÎÇ ÓÐÅÁËÉÎÇ ÓÈÏÕÌÄ ÂÅ ȰÔÏ 
create an environment that encourages communication and provides increased and 
more varied communicative opportunities ÆÏÒ ÓÔÕÄÅÎÔÓ ÔÏ ÕÔÉÌÉÚÅ ÔÈÅÉÒ ÏÒÁÌ ÓËÉÌÌÓȱ ɉ#ÈÅÎȟ 
2012). Such communicative opportunities include: creating audiobooks and classroom-
made videos, using voice mails, taping voice diaries, preparing an online interview via 
Skype, creating podcasts or dubbing videosequences.  

Within CATS, computer technologies can act in various functions: as a teaching aid, as 
a tutor, and as a communicational medium (c.f. Chen, 2012). 

 
a. Computer as an instructional tool/teaching aid (human-to-human interaction with the 

assistance of the computer) 

The typical examples are lessons when the teacher explains some language item with 
the help of interactive activities on a whiteboard or with the presentation in the 
PowerPoint format displayed to all learners.  
 
b. Computer as a tutor (human-to-machine interaction) 
Learners interact with the software by speaking. For example, the computer 

programme generates questions (in audial or written form; or in both modes) with 
several possible answers. The learner chooses an answer from the given options and 
reads the answer aloud. The programme (via ASR system) recognises the answer and 
continues in conversation accordingly. It means that different choices of answers change 
the path of the conversations.  

 

c. Computer as a communication medium (human-to-human interaction via the 
computer) 

In the 1980s, the business world discovered the benefits of computer conferencing. 
Soon its advantages became obvious to academics and teachers as well (Murray, 1988). 
Nowadays, teachers and learners can share materials and ideas with other teacher or 
classmates via various computer -mediated communication (CMC) systems. Later on, 
in the U.S.A., special education-based CMC models in which the communication is limited 
to a certain time and to the group of people physically present in the particular 
classroom/laboratory have been developed. This is known as the computer -mediated 
classroom discussion (CMCD). Various CMCD models have been widely used and 
popular in the U.S.A., represented by softwares as InterChange (by Daedelus Writing 
System), MUDs (multi -user domains) or MOOs (multi -user domains, object-oriented) (for 
more see Holmevik & (ÁÙÎÅÓȟ ςπππȠ +ĘÔÔÅÒȟ ςππςȟ ςππσɊȢ 4ÈÅÉÒ ÉÎÔÅÒÆÁÃÅ ÕÓÕÁÌÌÙ ÃÏÎÓÉÓÔÓ 
of two windows. The bottom window allows learners to enter and edit their own 
messages. The upper window shows entire communication including their own 
contributions and entries from other chat participants. Here the user can read messages 
from other people.  
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Figure 1: A screenshot that illustrates some of the basic features of the MOO (Kotter, 2003) 

 
Modern CMC systems differ in many aspects. They combine various communication 

media (text, voice, or video) and work in different time frames (synchronous or 
ÁÓÙÎÃÈÒÏÎÏÕÓɊȢ 4ÈÅÙ ÃÁÎ ÉÎÖÏÌÖÅ ÄÉÆÆÅÒÅÎÔ ÎÕÍÂÅÒÓ ÏÆ ÕÓÅÒÓȡ ÆÒÏÍ ȰÏÎÅ ÔÏ ÏÎÅȱ ÍÏÄÕÓ ÉÎ 
tandem learning (Appel, 1999; "ÒÁÍÍÅÒÔÓȟ ρωωφȠ +ĘÔÔÅÒȟ ςππςȟ ςππσɊȟ ÔÈÒÏÕÇÈ ȰÏÎÅ ÔÏ 
ÍÁÎÙȱ ÔÏ ȰÍÁÎÙ ÔÏ ÍÁÎÙȱ ÃÏÍÍÕÎÉÃÁÔÉÏÎ ÐÁÔÔÅÒÎÓȢ  

 
OVERVIEW OF CMC SYSTEMS 

 
A. Text -based CMC systems 
Text-based CMC systems help develop speaking skills of learners indirectly ɀ through 

writing. The fact may be surprising for some teachers; however, research has proved 
that L2 oral proficiency can be indirectly developed through chatroom interaction in the 
target language (Mabrito, 1991; Maynor, 1994; Beauvois, 1998; Payne & Whitney, 2002). 
It is believed that especially synchronous (real-time) online conferencing in a target 
language is able to develop the same cognitive mechanisms that are needed for speaking 
in face-to-face conversation.  
Some research studies even pointed to some pedagogical benefits coming from this 
approach, i.e. developing speaking by computer-assisted writing (chatting). The 
summary of the research may be as follows: 
(a) in general, attitudes of CMC learners towards the target language improved (Healy-

Beauvois, 1992; Warschauer, 1996, 1998; Kern, 1995; Chun, 1994); 
(b)  foreign language students tended to produce more complex language in chatrooms than in 

face-to-face activities (Warschauer, 1996, 1998; Kern, 1995); 
(c) application of CMC systems had a strong equalizing effect on learners. Students who were 

shy in face-to-face interactions were participating as much or even more than those 
individuals who normally dominate classroom discussion (Warschauer, 1996; Kern, 1995; 
Chun, 1994; Sproull and Kiesler, 1991. 
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Yet, it is important to emphasize that the above mentioned research results did not 
suggest that speaking skills can be developed via mere CMC with the face-to-face 
interaction absenting. They more likely emphasized the benefits of supporting the more 
traditional speaking-developing techniques with CMC programmes (Ortega, 1997). 

 
a. Majority of text-based CMC system work in asynchronous modus  which means 

that communication does not run in in real time but with some delays.  
E-mailing can be used for direct communication or sending teaching materials, oral 

presentations, projects, appointments, homework, etc. Students can communicate with 
one another to practice using the language, to discuss issues, to fulfil communicative 
tasks, or to collaborate on projects. Student can use e-mailing to interview one another 
and then to report the result in class the next day.  

E-mailing provides learners with a possibility to correspond with distant e-pals 
(traditionally penpals). They can look for them in numerous sites, e.g. Interpals  at 
www.interpals.net or ePals at www.epals.com 

 
Blogs 
"ÌÏÇÓ ÁÒÅ ×ÅÂ ÓÉÔÅÓ ÏÎ ×ÈÉÃÈ ÌÅÁÒÎÅÒÓ ÃÁÎ ÒÅÁÄ ÁÂÏÕÔ ÓÏÍÅÏÎÅǰÓ ÐÅÒÓÏÎÁÌ ÏÐÉÎÉÏÎÓ 

and express their own experiences in the form of comments.  
Learners can read and comment on the English learning-oriented blogs, e.g. BBC 

Learning English Blog  at http://www.bbc.co.uk/blogs/legacy/learningenglish/ , Enjoy 
Learning English  at http://enjoy -learningenglish.blogspot.sk/ and many other.  

They can also post their messages via social networking sites  like Facebook 
(http://www.facebook.com ) or Twitter ( https://twitter.com/ ).  

Moreover, they can create their own personal blogs, or group blogs, or even 
classroom blogs at special sites, e.g.  

Blog at http://blog.com/  
Weebly  at http://www.weebly.com , 
Wix  at www.wix.com 
 

b. In synchronous modus  of text-based CMC system, ÔÈÅ ÌÅÁÒÎÅÒÓǰ ÍÅÓÓÁÇÅÓ ÁÒÅ 
exchanged in the text form as well, but in real time.  

 
Discussion lists (chat rooms)  
Learners (and teachers too!) can participate in a synchronous exchange of opinions 

and ideas with  one or more people over a computer network. Examples of chats for 
English language learners and teachers: 

Dave's ESL Cafe at www.eslcafe.com/students 
English Baby at http://www.englishbaby.com/  
English for Friendship  at http://www.learnenglish.de/EnglishChat/livechat.html  
Get English Online Chat at http://www.getenglishonline.com/chat.html  

 

http://www.interpals.net/
http://www.epals.com/
http://www.bbc.co.uk/blogs/legacy/learningenglish/
http://enjoy-learningenglish.blogspot.sk/
http://www.facebook.com/
http://www.facebook.com/
https://twitter.com/
http://blog.com/
http://www.weebly.com/
http://www.eslcafe.com/students
http://www.englishbaby.com/
http://www.learnenglish.de/EnglishChat/livechat.html
http://www.getenglishonline.com/chat.html
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B. AUDIO/VIDEO CMC systems  

 
"ÏÔÈ ÁÕÄÉÏ ÁÎÄ ÖÉÄÅÏ ÂÁÓÅÄ #-# ÓÙÓÔÅÍÓ ÅÎÈÁÎÃÅ ÌÅÁÒÎÅÒÓǰ ÓÐÅÁËÉÎÇ ÓËÉÌÌÓ ÄÉÒÅÃÔÌÙ ɀ 

through completing oral tasks. Learners basically record their own voices in a number of 
different ways and post their speaking assignments online. 
 

a. Asynchronous audio CMC systems 
Learners can record their performance, messages, homework pieces in .mp3 or .wav 

formats and send them via e-mail to the teachers or other learners 
 

Recoding and sharing audio messages (podcasting)  
The teacher can have students produce and publish their own podcasts.  To 

record short audio messages or podcasts, the teacher or learners can use computer 
applications or one of many podcasting sites, such as:   
Audacity  at http ://audacity.sourceforge.net/  
Audioboo  at http://audacity.sourceforge.net/  
AudioPal  at http://www.audiopal.com/index.html  
Croak.it  at http://croak.it/ , 
Podomatic  at www.podomatic.com, 
Record MP3 at www.recordmp3.org,  
SoundCloud at https://soundcloud.com/  
Shoutomatic  at www.shoutomatic.com, 
Vocaroo at www.vocaroo.com, 
Voice Thread  at http://voicethread.com/  
Voki  at www.voki.com. 
Voxopop  at http://www.voxopop.com/  
Woices at http://woices.com/  

http://audacity.sourceforge.net/
http://audacity.sourceforge.net/
http://www.audiopal.com/index.html
http://croak.it/
http://www.podomatic.com/
http://www.recordmp3.org/
https://soundcloud.com/
http://www.shoutomatic.com/
http://www.vocaroo.com/
http://voicethread.com/#home
http://www.voki.com/
http://www.voxopop.com/
http://woices.com/
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Recordings then can be sent via e-mail to the teacher, other class-mates, to the class 
blog, or shared on the internet 
 

Recoding audio messages in combination with photos  
Learners take a photo (or a series of photos to create a video), record a commentary, 

and then they can comment on it orally  
Examples: 
Fotobabble  at http://www.f otobabble.com/ 
QWiPS at http://qwips.com/  
 

 
 

Asynchronous video CMC systems 
Enable learners to view facial expressions, gestures and lip movements which can 

help them comprehend the message better and improve their pronunciation as well. 
Learners can share video messages on one of the many public sites for sharing videos 
(e.g. www.youtube.com, www.dailymotion.com/ , www.dropbox.com, www.vimeo.com), 
 
Useful applications for recording and sharing video messages  
Animoto at www.animoto.com 
Movavi at www.movavi.com 
Wideo at http://wideo.co/  
WinkBall at http://www.winkball.com/  
 

b. Synchronous audio/video CMC systems  
- webphones, 
- Skype (http://www.skype.com ), 
- Google Voice  (http://www.google.com/googlevoice/about.html#tab=conference  
 

 

 

 

http://www.youtube.com/
http://www.dailymotion.com/
http://www.dropbox.com/
http://www.vimeo.com/
http://www.animoto.com/
http://www.movavi.com/
http://wideo.co/
http://www.winkball.com/
http://www.skype.com/
http://www.google.com/googlevoice/about.html#tab=conference
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3.3 CALL and developing reading  
 

:ÕÚÁÎÁ 3ÔÒÁËÏÖÜ 
 

Introduction  

Approaches to reading as a process and in the same way approaches to teaching 

reading in a foreign language classroom have changed over the last decades from that of 

seeing reading as a passive process of receiving information to understanding reading as 

an active and even interactive process (e.g. Grabe, 1988).  

There are several definitions of what reading is, but in general it is defined as a 

receptive language processȢ "ÒÕÍÆÉÔ ɉρωψςȟ ÐȢσɊ ÓÔÁÔÅÓ ÔÈÁÔ ȰÒÅÁÄÉÎÇ ÉÓ ÁÎ ÅØÔÒÅÍÅÌÙ 

complex activity involving a combination of perceptual, linguistic and cognitive 

ÁÂÉÌÉÔÉÅÓȢȱ (ÅÄÇÅ ɉςπππȟ ÐȢ ρψωɊ ÉÄÅÎÔÉÆÉÅÓ ×ÈÁÔ ÔÈÅ ÒÅÁÄÅÒ ÎÅÅÄÓ ÉÎ ÏÒÄÅÒ ÔÏ ÍÁËÅ ÓÅÎÓÅ 

of the text: 

¶ syntactic knowledge, 

¶ morphological knowledge. 

 

These two types of knowledge basically focus on the language itself and help the 

learners to decode the language of the text and are usually addressed as systemic or 

linguistic knowledge . However, the reader needs more in order to interpret the 

meaning of the text.  There are other types of knowledge such as: 

¶ general world knowledge, 

¶ socio-cultural knowledge, 

¶ topic knowledge, 

¶ genre knowledge. 

 

These types of knowledge are called in general schematic knowledge (term coined 

by Cook) which refers to the process where the text being read activates the prior 

knowledge and life experience of the learner. The experienced reader who has reached a 

certain level of automaticity uses these processes as one functioning complex. In this 

ÃÏÎÔÅØÔ (ÅÄÇÅ ɉÉÂÉÄȢɊ ÅØÐÌÁÉÎÓ ÔÈÅ ÉÎÔÅÒÁÃÔÉÏÎ ÁÓ ÁÎ ȰÉÎÔÅÒÐÌÁÙ ÁÍÏÎÇ ÖÁÒÉÏÕÓ ËÉÎÄÓ ÏÆ 

ËÎÏ×ÌÅÄÇÅ ÔÈÁÔ Á ÒÅÁÄÅÒ ÅÍÐÌÏÙÓ ÉÎ ÍÏÖÉÎÇ ÔÈÒÏÕÇÈ Á ÔÅØÔȢȱ 

In agreement with this view Grabe (1988) defines a skilled reader as someone who is 

able to succeed in: 

¶ reading as a comprehending process ɀ not just in decoding letters and words but in 

gaining the meaning from whatever it is 

¶ reading as a rapid process ɀ covering the material quickly enough so that the 

information that we read five sentences ago we still remember and can relate it to the 

material we are reading now (if we read too slowly we would not be able to develop 

an overall understanding of the text), 
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¶ reading as the complex of sub-processes ɀ i.e. to recognize the words very rapidly, we 

have to have some sense about syntactic structure, we have to use our knowledge, 

background knowledge. 

 

People nowadays in general encounter a great variety of written language day to day 

ɀ whether in printed or electronic form. A different reason for reading determines also 

the way we read. We can read in order to r eceive some information  (reading for 

survival, reading for learning, etc.) or we can read for pleasure.  

Never before it seemed easier and quicker to reach the information we need. While in 

the past we would have to first identify the source where the information we are looking 

for might be located (e.g. in a dictionary, textbook, fiction, encyclopaedia, etc.), today it is 

enough to enter the right key words into web browser and we will see loads of results 

where the needed information might be placed.  

The availability of electronic devices in this sense made surveying a variety of web 

sites and searching for information rather easy and accessible; however, this requires 

the ability to read the text  quickly  and either find what we need or to get the main 

idea of the text. The reader thus uses techniques which are called: 

¶ skimming  ɀ where the aim is to discover the main idea , to get the gist of it, the eye 

runs quickly, without pausing to study the details.  

¶ scanning  ɀ where the aim is to find a particular piece of information , fairly fast 

reading with instant rejection of all irrelevant data. 

 

These two techniques of quick reading are important especially when handling the 

text in a CALL classroom since learners face much higher amount of texts in an 

electronic device than in a printed textbook. There are, however, other techniques which 

the reader needs to use in order to succeed in the reading process. These are: 

¶ anticipation and prediction  ɀ when readers predict what the text is going to be 

about they immediately activate their prior knowledge and experience; prediction 

also stirs curiosity and learners will be interested in checking whether their 

predictions were right or wrong; 

¶ contextual guessing ɀ where the reader makes the sense and understandable 

connections based on the indications provided by the passage; 

¶ making inferences  ɀ when the reader uses clues from the text to figure out what the 

author doesn't express explicitly ɀ this is somÅÔÉÍÅÓ ÒÅÆÅÒÒÅÄ ÔÏ ÁÓ ÒÅÁÄÉÎÇ ȰÂÅÔ×ÅÅÎ 

ÔÈÅ ÌÉÎÅÓȱȠ 

¶ using key words  ɀ which can help the reader discover the so called internal 

structure of the text. The properly chosen key words and the ability of the reader to 

discover them in the text can guide the reader in making the sense of the text 

structure. 
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The above mentioned techniques should equip the learner of a foreign language not 

only with the ability to read and the texts In general we can say that the teacher has the 

following aims while teaching reading (Hedge, 2000, p.205): 

1. to enable the learner to read a range of texts in English; 

2. to adapt reading style according to the range of purposes and apply different 

strategies as appropriate; 

3. to build a knowledge of language (e.g. vocabulary, structure), which will facilitate 

development of greater reading ability; 

4. to build schematic knowledge in order to interpret texts meaningfully; 

5. to develop awareness of the structure of written texts in English and to be able to 

make use of, e.g., rhetorical structure, discourse features, and cohesive devices in 

comprehending texts; 

6. to take a critical stance to the content of texts. 

          

Teaching reading skills in CALL  

As the use of modern technology influenced educational context in every single aspect 

teaching reading has not been left out. The immense world of Internet sources available 

to learners who would a few decades ago see an English text only in a textbook, opened 

a completely new dimension in the foreign language instruction. It enabled to raise the 

motivation of learners, their engagement, interactivity  as well as the exposure to 

the target language . The last mentioned aspect seems to be crucial especially in the 

context where the target language was not easily accessible in its authentic form. 

Textbook texts are in general adapted to the appropriate level so that the learners face 

only a desirable level of difficulty. Open Internet sources, on the other hand, confront the 

learner with a wide variety of genres or text types, whether authentic or non-authentic, 

formal or informal. 

However, as 0ÁÌÆÒÅÙ ÁÎÄ 'ÁÓÓÅÒ ɉςππψȟ ÐȢ ςτφɊ ÕÎÄÅÒÌÉÎÅ ÔÈÅ ȰÕÓÅ ÏÆ ÔÅÃÈÎÏÌÏÇÙ ÉÎ 

ÔÅÁÃÈÉÎÇ ÍÁËÅÓ ÎÏ ÓÅÎÓÅ ÉÆ ÉÔǰÓ ÊÕÓÔ ÂÅÃÁÕÓÅ ×Å ÔÈÉÎË ÔÅÃÈÎÏÌÏÇÙ ÉÓ ÃÏÏÌȢ )ÔǰÓ ÅÁÓÙ ÔÏ 

understand how we get to this place. The thinking goes liËÅ ÔÈÉÓȡ )ÔǰÓ ÆÕÎ ÁÎÄ ÃÏÏÌ ÔÏ ÂÌÏÇȠ 

lots of people are doing it; we know that kids get some information from blogs; 

therefore, blogging must have a place in our school. This is a mistake. We should figure 

out, instead, how the use of technology can support ÏÕÒ ÐÅÄÁÇÏÇÉÃÁÌ ÇÏÁÌÓȢȱ )Î ÒÅÁÄÉÎÇȟ 

thus, we must be very clear on why we implement technology in our teaching and what 

benefits it brings in comparison with a traditional textbook or other printed material 

based lesson. 

However, using technology in developing reading skills of the learners requires 

modification of reading strategies used by the reader in comparison with a traditional 

reading process based on the printed material. As Huang (in Loucky, 2010, p. 235) 

suggests there are certain major areas which influence the use of reading strategies in 

CALL and he specifies them as: 

¶ ÌÅÁÒÎÅÒȭÓ ÂÁÃËÇÒÏÕÎÄ ËÎÏ×ÌÅÄÇÅ and major areas of interest and need, 

¶ degree of language proficiency, 

¶ ÌÅÁÒÎÅÒȭÓ degree of computer skill/literacy,  
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¶ text topic and difficulty level. 

 

Especially the last two mentioned areas differ from what the teacher would consider 

in the past. The level of the ÌÅÁÒÎÅÒÓǰ ÃÏÍÐÕÔÅÒ ÓËÉÌÌÓ can have a strong influence on 

their task achievement. In the same way the question of text difficulty  or appropriacy 

will be considered more often in a CALL classroom than in a traditional classroom since 

the sources at any proficiency or authenticity level are open to the learners at any time. 

This can be viewed as an advantage on one side because the intensity of exposure to the 

target language is incomparable in a CALL classroom. At the same time we need to be 

aware that both systemic and schematic knowledge are challenged much more while 

ÕÓÉÎÇ ÏÐÅÎ ÓÏÕÒÃÅÓ ÁÎÄ ÔÈÅ +ÒÁÓÈÅÎǰÓ ÔÅÒÍ comprehensible input (1982) has a huge 

relevance in this situation. Learners can become discouraged by the incomprehensibility 

of the text, especially when facing authentic texts. There are also questions of language 

appropriacy which students should be confronted with at their level of proficiency. It, 

therefore, is a crucial task of teachers to be absolutely clear on the reasons why they 

use these sources and how they select the texts  as well as how they design the tasks  

for their learners. 

Potential problematic aspects of teaching in a CALL classroom have already 

mentioned in chapter 1. There have been many attempts by various researchers to 

identify these limitations in order to help teachers to either avoid them or to be 

prepared to use alternative approaches. Ban et al. (2006) highlight especially the 

following areas:  

¶ technical difficulties, 

¶ logistic constraints, 

¶ cognitive demands,  

¶ affective stress. 
 

They further state (ibid., p. σɊ ÔÈÁÔ Ȱ×ÉÔÈÏÕÔ ÍÏÄÅÒÁÔÉÏÎ ÏÒ ÆÁÃÉÌÉÔÁÔÉÏÎ ÏÆ ÓÏÍÅ ËÉÎÄȟ 

computer-mediated communication coÕÌÄ ÂÅ ÍÅÁÎÉÎÇÌÅÓÓ ÆÏÒ ÌÅÁÒÎÉÎÇȢȱ 7ÈÁÔ ×Å ÆÉÎÄ 

especially interesting in their arguments is that besides of possible feeling of cognitive 

overload - which Ban et al (ibid) claim may be experienced by learners if they are not 

navigated  properly throughout the task or if the structure  ÏÆ ÈÙÐÅÒÍÅÄÉÁ ȰÓÕÐÐÏÒÔÓ 

ÍÕÌÔÉÌÉÎÅÁÒȟ ÒÁÔÈÅÒ ÔÈÁÎ ÓÅÑÕÅÎÔÉÁÌÌÙ ÏÒ ÓÐÁÔÉÁÌÌÙ ÁÒÒÁÎÇÅÄ ÔÅØÔÓȱɉÉÂÉÄȢɊ ɀ learners can 

ÁÌÓÏ ÅØÐÅÒÉÅÎÃÅ ÔÈÅ ÆÅÅÌÉÎÇ ÏÆ ȰÁÌÏÎÅÎÅÓÓȱȢ 4ÈÉÓ ÃÁÎ ÂÅ ÃÁÕÓÅÄ ÂÙ ÔÈÅ ÔÁÓËÓ ×ÈÉÃÈ ÏÎ ÏÎÅ 

side develop autonomous learning, but on the other side students are not prepared well 

for such tasks or the support  they have been provided with is not sufficient. 

These aspects must be considered by teachers when designing tasks for development 

of reading in a CALL classroom. 

 

Tasks for developing reading in a CALL classroom  

Whether we speak about developing reading skills in a traditional setting, i.e. 

textbook-based instruction, or a CALL classroom where technology plays the dominant 
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role, it has to be underlined that the same teaching principles need to be applied for both 

processes. Reading-focused activities should follow the framework in which we: 

1. help learners to orientate in the topic before reading, activate what they already 

know about it, help them to be prepared on both systemic (vocabulary, grammar) as 

well as schematic knowledge (general knowledge, experience): PRE-READING 

PHASE. 

2. help them to get through the text by breaking the passage into smaller parts or we 

offer them an outline for recording of what is happening in the text, which can be 

used later, we help them to keep focused: WHILE-READING PHASE. 

3. show the relevance of the text read by using it for other skills development or help 

them to make sense of the text by providing them by comprehension-check activities: 

POST-READING PHASE. 

 

This framework can be applied in both traditional or CALL classrooms but planning of 

work and the instructions for teaching will differ. While the teacher working with a 

textbook in the classroom setting will be there for the students during all three phases 

and will guide the class in what they are supposed to do, in a CALL classroom the teacher 

will need to prepare each step in such a way that students will receive the main 

instructions and guidelines individually from the technological device. Of course, the 

teacher might ɀ especially in the early stages of using the CALL approach ɀ ask students 

to carry out only a single task and wait until they have finished, then take them to the 

next level. This, however, might cause the chaos in the class since some students with 

good computers skills might be ready early and be impatient to go further while the 

other might need more time to handle the technological device. To prevent the off-

putting effects it would be more practical to prepare the entire path for the students so 

ÔÈÁÔ ÔÈÅÙ ÃÁÎ ÍÏÖÅ ÔÏ ÔÈÅ ÎÅØÔ ÌÅÖÅÌÓ ×ÉÔÈÏÕÔ ÔÅÁÃÈÅÒȭÓ ÐÅÒÍÉÓÓÉÏÎ ÁÎÄ ÉÎÓÔÒÕÃÔÉÏÎȢ 4ÈÉÓ 

kind of approach will prepare students for independent work on the task whether on 

their own or with their pe ers. 

 

Model activities  

Activity 1: Calendars around the world (based on Lewis, p.58) 
 
Objectives:  Students will learn about cultural differences concerning calendars; students will 
practise reading strategies ɀ searching for information and getting the main idea of shorts texts   
Level: A2+  
Reading focus: predicting, skimming, scanning 
Other skills : speaking ɀ reporting the information found in a comprehensible way to the class; 
writing ɀ taking notes 
Materials:  a worksheet for taking notes 
 
Procedure:  
1. Students revise calendar information (days, numbers, etc.).  
2. Teacher asks whether children know about other calendars in the world and introduces the 
idea of other calendars in the past.  
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3. Students are divided into groups and are given a worksheet which they are to fill in with 
appropriate information for Julian calendar, Islamic calendar, Mayan calendar or Chinese 
calendar. Students predict possible differences. 
4. Students search recommended site/s where they can find the information. After that they 
prepare their presentation and report to the class their findings. 
 
Activity 2: Class trip  
Objectives:  Students will learn about new countries as possible places for their class trip; students 
will practise quick reading strategies; Students will learn how to cooperate with other on 
preparation of group outcome   
Level: B1+  
Reading focus: scanning, skimming, key words 
Other skills : speaking ɀ presenting the proposals, asking questions; writing ɀ writing summaries; 
listening ɀ to presentation 
Materials:  web sites with holiday and travelling information e.g. http://www.lonelyplanet.com/ 
 
Procedure:  
1. Students brainstorm their class trip preferences 
2. The teacher helps them to categorise the preferences so that students can be divided into 

groups. 
3. Students choose what type of class trip they will plan. 
4. The teacher and students agree on the most important information they need to find out a 

plan for. 
5. Students search web sites e.g. http://www.lonelyplanet.com/  
6. Students prepare an outline for the presentation of their proposal within the agreed 

framework. They present their proposal and answer the questions of their classmates about 
the trip. 

7. Students choose the most attractive proposal.  

 

O Tasks 

 

1. Discussions and reflections 

With a partner discuss whether you agree or disagree with the following statement, give 

ÙÏÕÒ ÒÅÁÓÏÎÓ ÁÎÄ ÅØÐÌÁÉÎ ×ÈÁÔ ÉÔ ÍÅÁÎÓ ÆÏÒ ÔÈÅ ÔÅÁÃÈÅÒǰÓ ×ÏÒËȡ 

ÁɊ 4ÏÄÁÙȭÓ ÓÔÕÄÅÎÔÓ ÌÉÖÅ ÉÎ Á ×ÏÒÌÄ ÂÏÍÂÁÒÄÅÄ ÂÙ ÍÕÌÔÉÍÅÄÉÁ ÍÅÓÓÁÇÅÓ ÔÈÁÔ ÃÁÎ ÆÁÃÉÌÉÔÁÔÅ 

their maneuvering through everyday life. Most students are naturally attracted to, and 

motivated by, activities that involve technology, especially in educational arenas. 

However, technology in and of itself does not promote active learning, nor does 

technology use that is structured to mirror the teacher-fronted approach to language 

teaching/learning. (Ban et al)  

b) Although reading and writing are widely acknowledged as important skills, students 

tend to do relatively little genuine reading and writing (as opposed to reading and 

writ ÉÎÇ ǰÐÒÁÃÔÉÃÅǰɊ ÂÅÆÏÒÅ ÔÈÅÉÒ ÁÄÖÁÎÃÅÄ-level coursebooks. (Kern, 2003) 

c) ...one of the fundamental conditions of a successful extensive reading programme is that 

students should be reading material which they can understand. If they are struggling 

to understand every word, they can hardly be reading for pleasure ɀ the main goal of 

this activity.  (Harmer, 2001) 
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2. Planning a reading lesson 

Find a text on A2 level from the web sites above in Useful sources. Design a lesson plan 

based on this text for: 

a)  a traditional class ɀ no technology devices 

b)  a CALL classroom 

Compare the differences and express pros and cons of both plans. 

 

3. Reviewing of a textbook 

Review one unit from the textbook that is used at secondary or primary schools. Then 

identify possible areas where a CALL approach could enrich a traditional textbook. Focus 

on the development of reading skills. 
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3.4 CALL and developing writing  
 

)ÖÁÎÁ #ÉÍÅÒÍÁÎÏÖÜ 
 

Writing  
Writing is generally used for a wide variety of purposes and it has many different 

forms. In the digital era we live in, it has many even more forms compared to ten years 
ago and the characteristics frequently borders with the characteristics of speaking. The 
influence of Web 2.0 brings the possibilities of social networking and use of 
collaborative writing, however it means students need new skills, and it can be also said 
that students must be aware of different strategies and techniques that are applied in 
work with technologies. Even though we claim the form might have changed the truth is 
that the main aim of writing is all the same. 

Writing is a productive skill and its irreducible importance should not be a subject of 

discussion. It is neither easy nor spontaneous, frequently it is a demanding process that 

involves several rereadings and rewritings as well as work with different types of 

dictionaries. Writing is taught at all grades levels and this chapter suggests several 

writing activities that use computers and resemble authentic writing. 

Kennedy (1998) describes the nature of the school subject of writing from three 

aspects. She speaks about prescriptive aspect and she understands it as the ability to 

follow the rules ɀ e.g. use of quotation marks, commas, use of different verb forms etc.). 

The second aspect is conceptual, ÉȢÅȢ ÓÔÕÄÅÎÔÓ ȰÕÎÄÅÒÓÔÁÎÄ ÃÏÎÃÅÐÔÓ ÓÕÃÈ ÁÓ ÍÅÔÁÐÈÏÒȟ 

chronology, argument, and genre in ways that enable them to appreciate the quality of 

texts they read and to use these concepts ÔÏ ÁÎÁÌÙÓÅ ÁÎÄ ÉÍÐÒÏÖÅ ÔÈÅÉÒ Ï×Î ÔÅØÔÓȱ ɉÐȢ 

10). The strategic and purposeful aspect studies the subject of writing from the 

perspective of generating ideas into text and the processes of refining and clarification of 

their ides. 

Digital Natives learn differently from the way their parents did, state Palfrey and 

Gasser (2008), and that does not mean they are better or worse. We cannot blame them 

for not writing letters (they write emails), for not writing postcards (they send sms), we 

cannot blame them for not writing diaries (they write blogs), etc. We have to accept the 

era we live in and put our effort in effective use of technologies that are available. 

Students use them frequently and the teachers can benefit from the technologies 

themselves but also from the motivation of the students and authenticity of their use. 

To use stone or wood for notetaking nowadays would be definitely interesting and 

entertaining these days but rather impractical, especially in the period when university 

students mostly take notes on a laptop and save them in digital format (Herbert, 2014, 

describes the research realised by Mueller and Oppenheimer  and aimed at comparing 

two groups of students taking notes ɀ in traditional way an on laptop and the study 

ÒÅÓÕÌÔÓ ÉÎÄÉÃÁÔÅ ÔÈÁÔ ȵÌÏÎÇÈÁÎÄ ÎÏÔÅÓ ÎÏÔ ÏÎÌÙ ÌÅÁÄ ÔÏ ÈÉÇÈÅÒ ÑÕÁÌÉÔÙ ÌÅÁÒÎÉÎÇ ÉÎ ÔÈÅ ÆÉÒÓÔ 

ÐÌÁÃÅȠ ÔÈÅÙ ÁÒÅ ÁÌÓÏ Á ÓÕÐÅÒÉÏÒ ÓÔÒÁÔÅÇÙ ÆÏÒ ÓÔÏÒÉÎÇ ÎÅ× ÌÅÁÒÎÉÎÇ ÆÏÒ ÌÁÔÅÒ ÓÔÕÄÙȰɊȢ 3ÔÉÌÌȟ 
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teachers have to be very sensitive in their decisions to use technologies instead of pen 

and paper. 

 

Activities  

 

Email  exchange substituted the letter writing and even the regular (especially 

business) correspondence. A lot of inquiries, letters of recommendations, complaints are 

sent via email nowadays; a lot of data collection is done via e-surveys but also via emails.  

Personal emails in many cases are substituted by instant messages or messages 

published via social nets. Still, especially young learners like getting personal messages 

to their email boxes. The teacher may find a partner school in abroad and regularly 

agree with the partner institution teacher about the topics and spend some time during 

the lesson on reading and writing new emails. In case of email pen pal exchange (or key 

pals) it is important to help learners to learn the culture as possible misunderstanding 

across culture might arise. It is equally important that students are aware of etiquette 

and netiquette. It has been already mentioned that socialising on internet has some 

features of speaking. Especially personal emails (that are being vastly substituted by 

instant messages and chats use contracted forms, shortened words and emoticons. 

We mentioned instant messaging , people nowadays use different chats what 

enables them communicate with people all over the world in real time (in written or 

spoken form). It is important that teachers set the aim of the chats, what more teachers 

should check the technical status of computers, whether the software is installed and to 

make sure learners do not have problem with typing. In case there are more than two 

people chatting, the rules for communications should be set. (E.g. how and when to ask 

questions, how to write a longer text  

Word processors  are applications that allow us to produce and store the 

documents. The minimum correspondence and writing nowadays is done using pen and 

paper. We use phones to save the shopping lists, to keep memos; we use computers to 

write longer texts (inquiries, applications, complaints, etc.) more or less regularly and 

the possibility to track changes and add the comments might help both teachers and 

learner. Features of word-processing allow us to use it for collaborative editing work. 

 

How to tra ck the changes 

When you work with the track changes on (usually hitting the keys Ctrl+Shift+E 

turns the changes on or in the upper panel: Revision/track changes - see the screenshot 

below ɀ the same is used to turn them off) all changes will be recorded ɀ insertion, 

deletion, format changes. The changes are recorded with the name of the author of the 

changes as well as using specific colours. Those are customised in the Track changes 

menu. 
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Fig. 1: Screenshot Track changes (Ms Word) 

 

More people can work on the same document and the suggested changes are tracked 

with the information about the authors, their names and time of change. To change the 

name of the person editing the text go to track changes menu and change  the name of 

user ɀ it can be done several times in an edited document, which means there can be 

more people working on one document tracking their own suggestions and changes. 

 

 
Fig. 2 Screenshot Change user name 

 

After the customisation of the track changes characteristics, the changes are recorded. 

See the screenshots below (original text and the edited one). 

 
 

 

1 

2 
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Fig. 3 Screenshots Edited text in MS Word (with tracked changes) 

 

We can also add comments; either to inform student about something, to suggest 

some changes or e.g. instead of direct error correction ɀ to make students think about 

the suggestion, rather than simple acceptance of our change. In the Revision menu we 

click the icon add comment. (In the screenshot below, there are two people editing 

people ɀ IC and JD). 

 
 

Fig. 4 Screenshots Edited text in MS Word with added comments (with the tracked 

changes) 

 

It is an important step when the author of the text decides to accept or to reject the 

suggested changes (it can be done one by one, or all changes can be accepted in one step 

- In the Track changes menu ɀ select e.g Accept where you can decide how the changes 

should be accepted-(see the screenshot).  

 
Fig 5 Screenshots Accepting/rejecting changes 

 

Wordprocessing activities may be used with almost all age and level groups. We may 

mention Write a story / keep a diary / create journal, newspaper (project), create a diary 

etc. 

We have mentioned that writing can be a collaborative work. Many people claim that 

using technologies isolates learners, however technologies can offer can provide us with 

the opportunities to do opposite. A vast number of people use gmail but they do not 

know what applications and possibilities it offers. E.g. google drive allows user to share 

the documents and to cooperate and work with the same time synchronously (writing 
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and e.g. adding comments as well). The same is truth about wiki. Wiki  is a tool that 

allows users to create, edit and save text collaboratively. The most well-known wiki is 

wikipedia. It is an encyclopaedia created by users from all over the world. The 

wikispaces.com is a portal that allows teachers to create their wikis and share it with 

students so they can create joined documents. 

 

 

 
Fig 6 Screenshot wiki document 

 

At the initial stages it is usually a teacher who is a wiki organiser, who manages the 

wiki members and he/she has a right to lock pages, delete them or to rename the files. 

The advantage of the wikispace.com is that it is ad-free what is important especially if 

you work with young learners. 

)Î ÃÁÓÅ Á ÔÅÁÃÈÅÒ ×ÁÎÔÓ ÔÏ ÓÅÅ ÔÈÅ ÓÔÕÄÅÎÔȭÓ ÃÏÎÔÒÉÂÕÔÉÏÎÓȟ ÈÅ ÍÁÙ ÃÈÁÌÌÅÎÇÅ ÓÔÕÄÅÎÔÓ 

to use different fonts and colours or add their name. 
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Fig 7 Screenshot Wikispaces.com ɀ teacher opening the document 

 

 
 

Fig 8 Screenshot Wikispaces.com ɀ students assing information into the document 

 

Except for the possibility of simultaneous work of multiple contributors another 

significant advantages of the wiki is that it records all changes and the versions can be 

compared. 

The possibility of writing diaries (that might be a form of regular writing activity) 

have been already mentioned. Blogs (short from weblogs) are frequently used to 

practice reading in EFL classroom. They can also be used for writing. Even though 

students may perceive it as an artificial activity (to write in English language) they 

should understand that using English help them to approach much wider audience.  

Nowadays, there is an enormous number of blogs of differing quality. It is quite easy 

to set up oneȭÓ ÂÌÏÇ ÁÎÄ ÔÈÉÓ ÉÓ ×ÈÙ ÍÁÎÙ ÐÅÏÐÌÅ ÓÔÁÒÔ ÔÈÅÉÒ ÂÌÏÇÓ ÁÎÄ ÁÆÔÅÒ ÆÅ× ÔÅØÔÓ ÔÈÅÙ 

stop contributing to their blogs. For the English language classrooms we may use e.g 

www.blogspot.com. The teacher has several choices. Students can create their own blogs 

and the rest of group (or partner school) reacts; or there is a class blog and all students 

have an approach and maybe responsible for adding a text e.g once in a month.  

After registration, the author selects the name of a blog and the template. The work in 

a blog is similar to work in wordprocessor. One may format text easily, insert pictures, 

sounds or videos. After finalising the contribution we can publish the blog (see the 

figures below). 
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It has been already mentioned that blogging develops both, writing and reading 

comprehension skills. It is important to realise possible negative aspects which can arise 

when using weblogs (and internet generally). One fact is that student often surf other 

website as we want them to and get easily distracted. In web 2.0, where a lot of 

ÃÏÎÔÒÉÂÕÔÉÏÎÓ ÍÁÙ ÂÅ ÃÏÍÍÅÎÔÅÄȟ ×Å ÃÁÎ ÅÎÃÏÕÎÔÅÒ Ȱ×ÉÔÈ ÐÏÓÓÉÂÌÅ ÃÙÂÅÒ-bulling 

ÁÔÔÁÃËÓȢ (Ï×ÅÖÅÒȟ ÁÓ ×Å ËÎÏ×ȟ ÓÐÁÍȟ ȰÒÕÂÂÉÓÈ ÍÅÓÓÁÇÅÓȱ ÏÒ ÐÏÐ-up-windows can 

appear anywhere on the Internet. So this problem becomes really acute in terms of using 

various Internet-resources and facilities but not only for blogging. The same refers to 

ÕÓÉÎÇ ÏÎÌÙ ÁÐÐÒÏÐÒÉÁÔÅ ÂÌÏÇÓ ×ÈÉÃÈ ×ÏÎȭÔ ȰÓÐÏÉÌȱ ÏÒ ÄÉÓÔÒÁÃÔ ÏÕÒ ÓÔÕÄÅÎÔÓȭ ÁÔÔÅÎÔÉÏÎ ÔÏÏ 

ÍÕÃÈȢȱ 

Blogging, similarly as threaded discussions , can be implemented inside or outside 

the classroom. Threaded discussions are chronological lists of comments usually 
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(usually with their names or nicks). The advantage is that people can also comment the 

comments and thus to develop different threads.  

Fan fictions  are again the materials that might be used to develop reading 

comprehension. On the other hand, students themselves can write their own stories 

based on the books they have read. Fan fictions are stories about the characters or plots 

that are written by fans and published online. 

Fanfiction websites allows the users to write freely books, movies, cartoons, comics 

etc. There are fanfiction websites in different languages including the Slovak websites. 

 

 
 

Writing is labelled as Cinderella among the language skills. But in real life students 

write more and more. The personal contact is reduced in favour for written 

communication and thus it is extremely important to pay a special attention to 

developing writing skills. 
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