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ABSTRACT 

 

INVESTIGATION OF FACTORS INFLUENCING ENGLISH AS A 

FOREIGN LANGUAGE LEARNERSô COGNITIVE PRESENCE LEVELS 

IN A 3D VIRTUAL LEARNING ENVIRONMENT  

 

 

 

¢etinkaya, H¿seyin Hakan 

Doctor of Philosophy, Computer Education and Instructional Technology 

Supervisor : Assist. Prof. Dr. G¿lfidan Can 

 

 

July 2020, 439 pages 

 

The Community of Inquiry (CoI) framework has been widely used, debated, and 

analyzed to define the core elements of a collaborative constructivist learning 

environment needed to build and maintain a purposeful learning community, in 

online and blended learning contexts. Although there is an increasing number of 

studies on the implementation of Community of Inquiry framework into the field of 

language education, in online and blended learning environments where various 

technologies has been used, the implementation of this model into the 3D virtual 

language learning environments has remained limited. 

The main aim of this study is to explore factors that may influence cognitive 

presence of English as a Foreign Language (EFL) learners when they engage in 

reasoning-gap activities in a synchronous online English-speaking module 

conducted in a three dimensional virtual learning environment (OpenSimulator 

with SLOODLE). In addition, the second aim of the study is to investigate the EFL 

learnersô cognitive presence levels based on self-report and direct observation 

method. An exploratory case study approach was employed in the study.  
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This study was conducted in one of the foundation universities of Ankara, Turkey. 

Twenty-one EFL learners who were Independent Users of English and studying at 

the Faculty of Education participated in the study. The main data sources for data 

collection were surveys, semi structured interviews, and audiovisual materials 

(screen capture recordings of task sessions in 3D VLE). The quantitative data 

which were collected from 21 EFL learners were analyzed via descriptive statistics. 

The qualitative data from multiple data sources were analyzed by thematic analysis 

following the constant comparative method. Activity system analysis was 

performed to understand the dynamics of 3D VLE and to analyze what factors 

influenced CP in 3D VLE. 

The factors influencing CP in a synchronous online English-speaking module in 3D 

VLE included tools such as Communication-interaction, information, navigation, 

presentation, and motivation tools. Other factors included technical infrastructure 

of the environment, participantsô technical skills, and the design of 3D VLE and 

speaking tasks. The support of the technician and instructor given to the 

participants regarding technical difficulties and content was also important for CP 

in 3D VLE. 

 

Keywords: Community of Inquiry, Cognitive Presence, Virtual Learning 

Environment, Speaking Skill, English as a Foreign Language 
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¥Z 

 

3B SANAL ¥ĴRENME ORTAMINDA ĶNGĶLĶZCEYĶ YABANCI DĶL 

OLARAK ¥ĴRENENLERĶNĶN BĶLĶķSEL BURADALIK D¦ZEYLERĶNĶ 

ETKĶLEYEN FAKT¥RLERĶN ĶNCELENMESĶ 
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Doktora, Bilgisayar ve ¥ĵretim Teknolojileri Eĵitimi 

Tez Yºneticisi: Dr. ¥ĵr. ¦yesi G¿lfidan Can 

 

 

Temmuz 2020, 439 sayfa 

 

Sorgulama Topluluĵu modeli, ­evrimi­i ve karma ºĵrenme ortamlarēnda bir 

ºĵrenme topluluĵu oluĸturmak ve s¿rd¿rmek i­in gereken iĸbirlik­i bir 

yapēlandērmacē ºĵrenme ortamēnēn temel ºĵelerini tanēmlamak i­in yaygēn olarak 

kullanēlmēĸ, tartēĸēlmēĸ ve analiz edilmiĸtir. Sorgulama topluluĵu modelinin, ­eĸitli 

teknolojilerin de kullanēldēĵē ­evrimi­i ve karma ºĵrenme ortamlarēnda, dil eĵitimi 

alanēna yºnelik giderek artan sayēda uygulama ­alēĸmasē olmasēna raĵmen, bu 

modelin 3 boyutlu sanal dil ºĵrenme ortamlarēna uygulamanmasē sēnērlē sayēda 

kalmēĸtēr. 

Bu ­alēĸmanēn temel amacē, Yabancē Dil olarak Ķngilizce ºĵrenenlerin, 3 boyutlu 

sanal ºĵrenme ortamēnda (SLOODLEôēn kullanēldēĵē OpenSimulator) y¿r¿t¿len, 

mantēksal boĸluk etkinliklerine katēldēklarē eĸzamanlē ­evrimi­i Ķngilizce konuĸma 

mod¿l¿nde, biliĸsel buradalēklarēnē etkileyebilecek faktºrleri ortaya ­ēkarmaktēr. Bu 

amaca ek olarak, ­alēĸmanēn ikinci amacē, yabancē dil olarak Ķngilizce ºĵrenenlerin  

biliĸsel buradalēk d¿zeylerini ºz-raporlarēna ve doĵrudan gºzlem yºntemlerine 

dayalē olarak araĸtērmaktēr. Bu ­alēĸmada keĸfedici vaka ­alēĸmasē yaklaĸēmē 

benimsenmiĸtir.  
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Bu ­alēĸma, Ankaraôda yer alan vakēf ¿niversitelerinden birinde y¿r¿t¿lm¿ĸt¿r. 

¢alēĸmaya, Ķngilizce Yeterlik D¿zeyi Baĵēmsēz Kullanēcēsē olan ve Eĵitim 

Fak¿ltesinde ºĵrenim gºren 21 Ķngilizceyi yabancē dil olarak ºĵreneni katēlmēĸtēr. 

Veri toplamada, anketler, yarē yapēlandērēlmēĸ gºr¿ĸmeler ve gºrsel-iĸitsel 

materyaller (3B sanal ºĵrenme ortamēnda gºrev oturumlarēnēn ekran yakalama 

kayētlarē) ana veri kaynaklarēdēr. ¥l­¿t ºrneklemeye gºre se­ilmiĸ 21 ºĵrenciden 

toplanan nicel veriler betimleyici istatistiḱ yºntemlerle analiz edilmiĸtir. ¢oklu 

veri kaynaĵēndan alēnan nitel veriler ise, s¿rekli karĸēlaĸtērma yºnteminin izlendiĵi 

tematik analizle analiz edilmiĸtir. 3 boyutlu sanal ºĵrenme ortamēnēn dinamiklerini 

anlamak ve 3 boyutlu sanal ºĵrenme ortamēnda biliĸsel buradalēĵē hangi faktºrlerin 

etkilediĵini analiz etmek i­in etkinlik sistem analizi ger­ekleĸtirilmiĸtir.  

3 boyutlu sanal ºĵrenme ortamēnda y¿r¿t¿len eĸzamanlē ­evrimi­i Ķngilizce 

konuĸma mod¿l¿nde CP'yi etkileyen faktºrlerde yer alan ara­lar Ķletiĸim-etkileĸim, 

bilgi, yºnlendirme, sunum ve motivasyon ara­larēdēr. Diĵer faktºrler arasēnda 

ortamēn teknik altyapēsē, katēlēmcēlarēn teknik becerileri ve  3 boyutlu sanal 

ºĵrenme ortamēnēn tasarēmē ve konuĸma gºrevleri yer almaktadēr. Teknik 

zorluklara ve i­eriĵe iliĸkin katēlēmcēlara verilen teknisyen ve ºĵretim elemanēnēn 

desteĵi de 3 boyutlu sanal ºĵrenme ortamēnda biliĸsel buradalēk i­in ºnemlidir. 

 

Anahtar Kelimeler: Sorgulama Topluluĵu, Biliĸsel Buradalēk, Sanal ¥ĵrenme 

Ortamē, Konuĸma Becerisi, Yabancē Dil olarak Ķngilizce 
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CHAPTER 1  

1 INTRODUCTION   

This chapter provides a general background of Community of Inquiry and 3D 

Virtual Learning Environnments for language education. Then it presents the 

purpose of the study, research questions, significance of the study, and the 

definition of terms. 

1.1 Introduction  

Over the past decade, the number of online and hybrid courses has grown 

dramatically due to the developments of digital learning platforms for facilitating 

student-teacher relationships (Siemens, Gaġeviĺ & Dawson, 2015). Moreover, 

various models of online learning have been developed over the years in order to 

help explain studentsô online learning experiences (Garrison, Cleveland-Innes, & 

Fung, 2010). One of these theoretical contributions that can help understanding 

studentsô online learning experiences is the Community of Inquiry (CoI) 

framework. 

The CoI framework was developed by Garrison, Anderson and Archer (2000). It 

has been used for identifying the core elements of a collaborative constructivist 

learning environment needed to construct and sustain a deliberate learning 

community within a blended and online learning contexts (Garrison et al., 2010; 

Garrison, 2017; Stenbom, 2018). Garrison (2011) describes a CoI as ña group of 

individuals who collaboratively engage in purposeful critical discourse and 

reflection to construct personal meaning and confirm mutual understandingò (p. 2). 

The CoI framework focuses primarily on an efficient learning with enhanced 

communication, social engagement and critical thinking skills (Kilis, 2016). 



 

 

2 

Furthermore, the CoI framework stresses on ócritical thinking skillsô and 

ócollaborative inquiryô to establish and promote effective online learning in a 

community (Garrison et al., 2000).  

CoI consists of three components, which are teaching presence (TP), social 

presence (SP) and cognitive presence (CP) (Garrison et al., 2000). 

¶ TP was defined as ñthe design, facilitation, and direction of cognitive and 

social processes for the purpose of realising personally meaningful and 

educationally worthwhile learning outcomesò (Garrison & Anderson, 2003, 

p. 29). 

¶ SP was defined as ñthe ability of learners to project themselves (i.e., their 

personal characteristics) socially and emotionally in a community of 

inquiryò (Rourke, Anderson, Garrison, & Archer, 2001, p. 52). 

¶ CP was defined as ñthe extent to which the participants in any particular 

configuration of a community of inquiry are able to construct meaningò 

(Garrison et. al., 2000, p. 89) 

Although the CoI framework was originally developed for asynchronous text-based 

discussions and online discussion forums (DeNoyelles, Zydney, & Chen, 2014), 

ithas been also applied to learning environments with both synchronous and 

asynchronous technologies (McKerlich, Riis, Anderson, & Eastman, 2011). One of 

these technologies is the 3D Virtual Worlds (VWs). 

A virtual world has been defined as ña synchronous, persistent network of people, 

represented as avatars, facilitated by networked computersò (Bell, 2008, p. 2). 

Girvan  (2018) defined it as ñshared, simulated spaces which are inhabited and 

shaped by their inhabitants who are represented as avatars.ò (p.1099). With the help 

of these avatars who can interact with objects and people in that world, we can 

develop a shared understanding (Girvani, 2018). Two of the main advantages of 

3Dôs immersive features are that, 3D VWs can give the sense of being in that world 

(Zulkanain, 2017), and it motivates learners to keep their focus and interest in the 

educational activities. (Cooke-Plagwitz, 2008). Active Worlds, Second Life, 
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OpenSimulator and Sansar are some of the popular 3D VWs which are used 

primarily for educational purposes. 

3D VWs offer many opportunities in education. However to create effective 

learning environments in 3D VWs, teaching practices should be developed 

efficiently in order to support collaboration and group work, to support student 

autonomy, and social-constructivist pedagogy (Molka-Danielsen & Deutschmann, 

2009). To improve the effectiveness and efficiency of learning and teaching, 3D 

VWs can be used in combination with other tools such as Learning Management 

Systems (LMSs), Modular Object Oriented Dynamic Learning Environment 

(Moodle), Skype, blogs, wikis, and social networking systems (Antunes, Morgado, 

Martins, & Fonseca, 2008; Esteves et al., 2011; Lumkin et al., 2011; Olteanu et al., 

2014; Petrakou, 2010; Warburton, 2009). One such combination method that 

integrates 3D VWs with Moodle is called Simulation Linked Object Oriented 

Dynamic Learning Environment (SLOODLE). With SLOODLE, learners can take 

quizzes and surveys, submit assignments, record chat conversations, keep track of 

their progress via a point system, and perform educational activities all viewable 

from within the 3D VW (SLOODLE, n.d.). A few researchers provided design 

frameworks and structured guides to create effective learning environments for 3D 

VWs in the literature (de Freitas & Oliver, 2006; Kapp & OôDriscoll, 2010; Lim, 

2009; McMinn, 2009; Minocha & Roberts, 2008; Salmon, 2010, Schmeil, Eppler, 

& de Freitas, 2012; Tuukkanen et al., 2010) 

Pedagogical opportunities of 3D VWs provide  valuable contributions  in a variety 

of disciplines since the mid-1990s including the field of Language Education 

(Sadler, 2017; Wigham et al.,2018). Several studies agreed on the benefits of 3D 

VWs for the courses in Foreign Language Education programs (Gamagei 

Tretiakov, & Crump, 2011; Gregory & Masters, 2012; Rayner & Fluck, 2014). The 

benefits of using VWs for the language education includes opportunities to access a 

target language, to illustrate linguistic concepts, to use authentic language 

communication, to support social collaborative learning, to implement student-

centered collaborative learning, and to design identity-related tasks (Wang, 2017). 
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Review studies on language learning showed that these virtual environments 

facilitates studentsô communication skills, linguistic competence, motivation, and 

reaching learning outcomes (Borona, Tambouris, & Tarabanis, 2018; Wang et al., 

2019). 

1.2 Background of the Problem  

English language is considered as the global language of the contemporary world 

(Stephen, Welman, & An, 2004) and being widely used in international contexts 

(Matsuda, 2012). The main objective of English Language Teaching (ELT) is to 

develop learnersô ability to communicate English efficiently and accurately (Davies 

& Pearse, 2000). But not all learners can talk easily, fluently, or accurately after 

spending several years studying in English language education programs. It is 

reported that, English as Foreign Language (EFL) learners face difficulties to 

communicate in English even when they have extensive education (Al Hosni, 

2014). Among all other language skills, speaking seems to be the hardest one due 

to the anxiety of students (Sun & Yang, 2015; Ur, 1996; Zhang, 2009). However, 

another very important reasons for studentsô difficulties in developing their English 

speaking skills is the lack of practice (Baniabdelrahman, 2013; Sun & Yang, 2015). 

Nunan (2015) stated that, while too much emphasis was given to reading and 

writing in language education, students cannot get adequate opportunities for 

speaking:  

ñOf course, there are people who are fluent readers of a language but who 

have no facility when it comes to listening or speaking. In fact, the 

grammar-translation method, which dominated foreign language 

instruction for many years ï and in some places still does ï turned out 

learners who could read and write but who were incapable of 

understanding the spoken language or to speak it themselvesò (p. 48). 



 

 

5 

The key challenges of language learning in the Turkish EFL context are the 

difficulties arising from the use of productive skills: writing and speaking (G¿zel & 

Aydēn, 2019). Similarly, a recent report on English Proficiency shows that English 

language skills have declined in Turkey in the past five years, and the primary 

focus is on grammar, and translation, not on  practical communication skills, and 

the main content of English teaching in schools is Turkish (L1) (EF EPI 2019, p. 

22). 

To provide opportunies for students to improve their English speaking skills, 

several studies utilized 3D VWs. These studies used a different language approach 

than the common practices called Task-Based Instruction or Task Based Language 

Teaching (TBLT). In this approach, communicative tasks were the most essential 

parts of the curriculum (Lai & Li, 2011).  

Prabhu (1987) classified language tasks as information gap, opinion gap and 

reasoning gap. Among them, reasoning gap speaking tasks were reported to show 

effective results in oral communication competence, accuracy, and fluency (Lan, 

Kan, Sung, & Chang, 2016). Unfortunately, except for a few studies, integrating 

reasoning task activities for language learning in 3D VWs were not deeply 

examined in the literature (Lan et al., 2016) 

In recent years, CoI framework was considered as a guideline to design and 

evaluate online and blended courses in language education some of which 

concentrated on speaking skills (Gonz§lez Miy & Herrera D²az, 2015; Schumann, 

2019; Solimani, Ameri-Golestan, & Lotfi, 2019; Xu, 2019 Wu, Hsieh, & Yang, 

2017; Zhang & Zou, 2020). Several of the previous research studies of CoI 

framework in language education were conducted in asynchronous mode, for 

example to examine interactions in discussion boards (Shin, 2008), or to investigate 

the impact of instructional audio feedback on different cognitive presence 

categories (Olesova, Richardson, Weasenforth, & Meloni, 2011). Others utilized a 

synchronous mode, such as  Xu (2019) who analyzed an ñinformal self-directed 
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online language learning communityò. Zhang and Zou (2020) investigated the 

effectiveness of a blended EFL course design using CoI as a guideline.  

Several studies also reported cultural aspects of language learning with CoI 

framework. For example, Toyoda (2015) evaluated the learning experience in the 

video collaborative blended intercultural learning environment (i.e., YouTube) in a 

Japanese language course using CoI framework. They focused on CP with different 

cultural backgrounds of students. Another study focused on intercultural 

communication was Ruan and Medwell (2019) who examined how social 

networking technology could help develop the Chinese language as a foreign 

language learnersô intercultural communication skills. They used CoI as the 

analytical framework to examine online communication and interaction. Similarly, 

Schumann (2019) explored the interaction between CoI using SP, CP and TP in 

conjunction with a Mobile-assisted Language Learning app and how studentsô 

lived experiences contribute to cultural awareness. 

Regarding speaking skill context, the researchers in the field of language education 

also utilized CoI framework (e.g.,Herrera D²az & Gonz§lez Miy, 2017). Few 

studies combined CoI framework with various pedagogical methods such as 

flipped classroom, and unplugged instruction for the speaking skill in online and 

blended environments (Solimani et al., 2019 ; Wu et al., 2017).  

Although there is an increasing number of studies of CoI applied in the language 

education field in online and blended environments using a variety of technologies 

(e.g., Gonz§lez Miy & Herrera D²az, 2015; Schumann, 2019; Solimani, et al., 

2019; Xu, 2019; Wu et al., 2017; Zhang & Zou, 2020),  the application of CoI 

framework into 3D VLEs for language education, specifically for speaking skill 

have remained limited. 

Few studies that investigated the implementation of CoI Framework into 3D VLEs, 

in the language education field (e.g., Pellas & Boumpa, 2016, 2017; Ozbek, 

Comoglu, & Baran, 2017; King, 2018). Pellas and Boumpa (2016) examined the 

comparative perspectives on the efficacy of 3D VLE (i.e., OpenSimulator using 
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SLOODLE) Continuous Professional Development (CPD) of preservice foreign 

language teachers to learn basic terms related to information technology literacy, 

using the CoI model as a theoretical framework focusing on user experiences with 

the development of 3D VLE activities. The components (i.e., TP, SP, and CP) of 

the CoI framework had been used to foster interaction and encourage participation 

in blended synchronous mode (Pellas & Boumpa, 2016).  

In another study of Pellas and Boumpa (2017) on CPD, the impact of the 

experiences of pre-service foreign language teachers on their CPD in 3D VLE (i.e., 

OpenSimulator using SLOODLE) was investigated using a theoretical framework 

of instructional design including the CoI model and the Jigsaw teaching technique. 

The CoI model was used in the study to identify the experiences and relationships 

of pre-service foreign language teachers in a learning community and as an 

instructional design tool to test the efficacy of preservice teachersô CPD in 

synchronous communication modes (Pellas & Boumpa, 2017). 

In the research of Ozbek, Comoglu, and Baran (2017), two activities ñintroducing 

an innovationò and ñrole playingò in 3D VLE (i.e., Second Life) are planned to 

improve the speaking skills of English-language learners. They qualitatively 

assessed the roles and outputs of Turkish language learners before, during, and 

after the implementation of the two activities through the CoI model, consisting of 

CP and SP. The CoI model was used as a theoretical framework to analyze the 

roles and outcomes. 

Furthermore, a study conducted by King (2018) investigated how college students 

in a 3D VLE (i.e., Second Life) learn Spanish as a foreign language and they 

designed a tool for Spanish Heritage Language Learners (SHLLs). The CoI 

framework was used to frame each stage conceptually in the development of tasks 

for SHLLs to be performed in 3D VLE. Specifically, it was used to determine how 

to balance the online class between structuring and directing the learning 

experiences of SHLLs (i.e., for TP), socially engaging them with peers and other 
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Spanish speakers (i.e., for SP), and also promoting higher-order thinking while 

reflecting on these experiences (i.e., for CP) (King, 2018).  

Considering the findings of the previous studies related to CoI framework, CoI 

framework could be helpful in designing and evaluating educational experiences 

for 3D VLEs. It may create a deep and meaningful learning by collaborative and 

constructivist experience through the development of its TP, SP and CP. The 

affordances of 3D VLEs provide an opportunity to the development of learning 

community in which learners engaging authentic or complex experiential learning 

tasks, collaboratively. It may lead to increase their intrinsic motivation and 

engagement (Dalgarno & Lee, 2009).  

Although some steps have been taken to consider the benefits of implementation of 

the CoI framework in 3D VWs, thereôs a need for further research. There is  limited 

number of studies revealing how, or what aspects of virtual worlds facilitate 

learning in various variables including the attributes of 3D VWs and analyzing in-

world interaction in detail (Traphagan et al., 2010; Reisoĵlu, 2014).  

In this context, more research is needed to be conducted in order to understand  not 

only the impact of 3D VWs on the sense of community and presence in language 

education field, but also the factors affecting the CoI framework components in 

building a collaborative and worthwhile educational experience of these complex 

environments. 

1.3 Purpose of the Study 

The main aim of this study is to explore factors that may influence cognitive 

presence of EFL learners when they engage in reasoning-gap activities in a 

synchronous online English-speaking module built in a 3D VLE. In addition, the 

second aim of the study is to investigate these EFL learnersô cognitive presence 

levels based on self-report and direct observation method. This aim was added to 
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help in the understanding of the community in which factors affecting CP was 

emerged. 

1.4 Research Questions 

The research questions of this research study  are listed below: 

1. What are the cognitive presence levels of EFL learners engaging in 

reasoning-gap activities in the synchronous online English-speaking module 

within a 3D VLE (specifically OpenSimulator with SLOODLE) based on 

self-report and direct observation? 

2. What are the factors that influence cognitive presence levels of EFL 

learners engaging in reasoning-gap activities in the synchronous online 

English-speaking module within a 3D VLE (specifically OpenSimulator 

with SLOODLE)?  

1.5 Significance of the Study 

In literature, there is an increasing number of studies of CoI applied in the language 

education field in online and blended environments using a variety of technologies 

(e.g., Gonz§lez Miy & Herrera D²az, 2015; Schumann, 2019; Solimani, et al., 

2019; Xu, 2019; Wu et al., 2017; Zhang & Zou, 2020). However, few studies 

investigated the implementation of CoI Framework into 3D VLEs, in the language 

education field (e.g., Pellas & Boumpa, 2016, 2017; Ozbek, Comoglu, & Baran, 

2017; King, 2018).  

While all three CoI presences contribute to studentsô learning experience, CP is the 

central part of the CoI model and operationalizes the Practical Inquiry cycle of 

constructivist learning within online environments (Garrison et al., 2001). 

Understanding the characteristics and patterns of EFL learnersô CP in the 3D VLEs 

and the practices that can support their CP development are important to enhance 

the quality of online modules and create a meaningful experience for EFL learners. 
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There is limited number of studies revealing how, or what aspects of virtual worlds 

facilitate learning in various variables including attributes of 3D VLEs and 

analyzing in-world interaction in detail (e.g., Reisoĵlu, 2014; Traphagan et al., 

2010). This study seek to explore the factors influencing cognitive presence of EFL 

learners when they engage in reasoning-gap activities in a synchronous online 

English-speaking module built in a 3D VLE. It is expected to make a valuable 

contribution to the literature with analyzing the various dynamics in 3D VLE, such 

as tools, community members, rules in the environment. This study also provides 

the instructional designers and practitioners about the ways how to sustain 

cognitive presence of the EFL learners in such environments.  

Morever, in this study, the reasoning gap activities for a synchronous online 

English-speaking module conducted in 3D VLE was developed. Unfortunately, 

except for a few studies, integrating reasoning task activities for language learning 

in 3D VLEs were not deeply examined in the literature (e.g., Lan, Kan, Sung, & 

Chang, 2016). Therefore, the findings of this study might guide instructional 

designers and practitioners for the implementation of reasoning gap speaking tasks 

in 3D VLE. 

1.6 Definition of the Terms 

Virtual World: A virtual world has been defined as ña synchronous, persistent 

network of people, represented as avatars, facilitated by networked computersò 

(Bell, 2008, p. 2). Girvan (2018) defined it as ñshared, simulated spaces which are 

inhabited and shaped by their inhabitants who are represented as avatarsò (p.1099). 

Reasoning Gap: A reasoning-gap task referred as ñderiving some new information 

from given information through the processes of inference, deduction, practical 

reasoning, or perception of relationships or patternsò (Ellis et al., 2020, p.8). 
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English as a Foreign Language (EFL): It refers to ñthe learning and use of the 

English language as an additional language by users with different native languages 

in a non-English speaking country.ò (Christiansen, 2020, p.64). 

OpenSimulator: OpenSimulator is ñan open source multi-platform, multi-user 3D 

application server. It can be used to create a virtual environment (or world) which 

can be accessed through a variety of clients, on multiple protocols.ò 

(OpenSimulator, 2020). 

Simulation Linked Object Oriented Dynamic Learning Environment 

(SLOODLE): SLOODLE is a free and open source project which integrates 

Second Life and/or OpenSimulator with the Moodle learning management system. 

Second Life: Second Life is a free 3D virtual world where users can create, 

connect, and chat with others from around the world using voice and text. 

Exploration ï Macrostructure:  Exploration is ñthe ability to navigate the 

environment and examine it to gain knowledgeò (Kapp & OôDriscoll, 2010, p.79).  

Experience ï Macrostructure:  Experience is ñthe ability to engage in activities, 

have meaningful interactions and encounter the consequences of those actions and 

interactions within the environment.ò (Kapp & OôDriscoll, 2010, p.80) 

Connectedness ï Macrostructure:  Connectedness is ñthe ability to interact with 

each other to create and build knowledge and understanding.ò (Kapp & OôDriscoll, 

2010, p.80).  

Role Play- Archetype: The in-world role-play archetype provides a realistic 

environment in which two or more people act out a scenario (Kapp & OôDriscoll, 

2010).  

Guided Tour- Archetype:  A guided tour is ña formalized, escorted situation 

based on constructs designed to facilitate interaction of individuals or groups with 

various environmentsò (Kapp & OôDriscoll, 2010, p.99).  
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Cognitive Presence: ñThe extent to which the participants in any particular 

configuration of a community of inquiry are able to construct meaning through 

sustained communication.ò (Garrison et al., 2000, p.89). 

Social Presence: ñThe ability of learners to project their personal characteristics 

into the community of inquiry, thereby presenting themselves as óreal peopleôò 

(Rourke et al., 2001, p. 51). ñAs the ability to project oneôs self and establish 

personal and purposeful relationships.ò (Garrison, 2006, p. 2). 

Teaching Presence: Anderson et al. (2001, p. 8) define ñteaching presence as the 

design, facilitation, and direction of cognitive and social processes for the purpose 

of realizing personally meaningful and educationally worthwhile learning 

outcomes.ò  

Community:  Community is often used to refer to cognitive or emotional relations 

that have been formed between physically separated learners (Fiock, 2020). 

Community is defined as ña way of talking about the social configurations in which 

the enterprises are defined as worth pursuing and the participation is recognizable 

as competenceò (Wenger, 1999, p.5). 

Critical thinking  is ñreflective and reasonable thinking that is focused on deciding 

what to believe or doò (Ennis, 1985, p.45). 

Computer Literacy Course: At the foundation university, the course offered fully 

online that undergraduate students enrolled is Computer Literacy (in Turkish and in 

English). Computer Literacy is a must course, except for the students who are 

studying at Faculty of Engineering, since 2013-2014 Fall Semester. It is given via 

distance education since 2016-2017 Fall Semester by ICT Coordination Office with 

the support of Baĸkent University Distance Education Application and Research 

Center. The course is given via Moodle and Adobe Connect. The course covers 

such basic computer literacy topics; the basic concepts of information technologies, 

computer operating system user interface, commonly used software packages 

(Microsoft Word, Excel, PowerPoint, Access), etc. 
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CHAPTER 2  

2 LITERATURE REVIEW  

The aim of this chapter is to provide a review of related literature on the theoretical 

basis, the Community of Inquiry (CoI) framework, and three elements of the 

framework: Teaching Presence (TP), Social Presence (SP), and Cognitive Presence 

(CP). The theoretical lens of this study is composed of collaborative and socio-

constructivist theory, John Deweyôs work of progressive understanding of 

education specifically emphasis on collaborative constructivism and Practical 

Inquiry (PI), and CoI Model of Garrison, Anderson, and Archer (2000).  

Then, 3D VLEs literature in terms of definition, examples, integrated tools, 

affordances, challenges, and concepts related to 3D VLEs are presented. In 

addition, design frameworks and structured guides for 3D VLEs were reviewed in 

the literature and ó3DLE Design Principles Modelô, one of the mostly acceptable 

design principle models for 3D VLE and proposed by Kapp and OôDriscoll (2010) 

is presented in detail.  

Finally, similar research studies about the CoI framework applied to 3D VLEs in 

language education are reviewed under each related section. In the light of the 

literature review, gaps in the literature were identified and presented in the last 

section of this chapter.  



 

 

16 

2.1 Conceptual Framework 

2.1.1 The Community of Inquiry Framework  

In the late 1990s, a growing increase of online programs enrolments prompted 

researchers to investigate and define the basic elements for the successful creation 

of higher educational experiences in online environments (Castellenos-Reyes, 

2020). Some of the new models for the design of contemporary digital learning 

environments are óKhanôs e-learning frameworkô (Morrison, 2017), óThe TAPPA 

processô (Moore, 2016), óCommunity of Inquiry modelô (Garrison, 2011; Garrison, 

Anderson, & Archer, 2000), and óThe Fully Online Learning Community (FOLC) 

modelô (Childs, vanOostveen, Flynn, & Clarkson, 2015; vanOostveen, DiGiuseppe, 

Barber, Blayone, & Childs, 2016; Blayone, vanOostveen, Barber, DiGiuseppe, & 

Childs, 2017).  

Garrison et al. (2000) developed the CoI framework based on John Dewey's (1938) 

view of Practical Inquiry. They described the essential elements of a successful 

online higher education learning experience which were rooted in Deweyôs 

educational philosophy and Social Constructivism (Castellanos-Reyes, 2020). In 

creating the CoI framework, the purpose was to ñdefine, describe, and measure the 

elements of a collaborative and worthwhile educational experienceò (Garrison, 

Anderson, & Archer, 2010, p.6). The CoI Framework was built based on the 

assumption that, ña community of learners is an essential element of a deep and 

meaningful educational experienceò (Garrison, 2017, p. 22). Stewart (2017) 

claimed that ñin a successful community of inquiry, students engage in a 

combination of dialogue and reflection to question their existing assumptions about 

a subject matter and ultimately construct new knowledge.ò (p.68). 

The CoI framework has been widely used, debated, and analyzed to define the core 

elements of a collaborative constructivist learning environment needed to build and 

maintain a purposeful learning community, in online and blended learning contexts 
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(Garrison et al., 2010; Garrison, 2017; Stenbom, 2018). A community is defined as 

ña way of talking about the social configurations in which the enterprises are 

defined as worth pursuing and the participation is recognizable as competenceò 

(Wenger, 1999, p.5). A strong community promotes communication, interactions, 

and ability to exchange ideas (Wenger, McDermott & Snyder, 2002). The value of 

interaction between students for their success in the online environments were 

explicitly emphasized in the literature (Akyol & Garrison, 2008; Arbaugh, 2008; 

Richardson, Maeda, Lv, & Caskurlu, 2017).   

The CoI framework stresses on ócritical thinking skillsô and ócollaborative inquiryô 

to establish and promote effective online learning in a community (Garrison et al., 

2000). It consists of three components called as TP, SP and CP as presented in the 

previous chapter. They are interdependent as depicted in Figure 2.1. 

 

Figure 2.1 Community of Inquiry Framework (Garrison et al., 2000, p. 88) 

The major focus for the previous studies on the CoI framework were the 

functionality of CoI framework, elements of CoI framework, and causal 
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relationship (Stenbom, 2018).  The correlations among the presences and with 

other variables, such as self-efficacy have been confirmed in several other studies 

(Stenbom, 2018). The common finding is that three core components of CoI are 

interrelated and have a positive influence on each other (Akyol, 2009; Polat, 2013).  

Adding component to the CoI framework to be more meaningful as a framework is 

one of the critiques in the CoI literature (Castellanos-Reyes, 2020). Researchers 

suggested adding ólearner presenceòô (Shea et al., 2012), óemotional presenceô 

(Cleveland-Innes & Campbell, 2012), óautonomy presenceô (Lam, 2015), and 

óregulatory presenceô (Kilis & Yēldērēm, 2018) to the CoI framework (see also 

Armellini & De Stefani, 2016; Dunlap, Verma, & Johnson, 2016).  

Since it was proposed in 2000, CoI has been revised and refined while being used 

widely to develop and evaluate learning in various learning environments by 

researchers and educators (Akyol & Garrison 2008; Befus, Cleveland-Innes, 

Garrison, Koole & Stenbom, 2014; Daspit & Dôsouza, 2012; Garrison & Arbaugh, 

2007, Rourke & Kanuka, 2009). For example, CoI has been used to compare 

studentsô higher-order thinking skills in face-to-face discussions and online 

discussions (Meyer, 2003); to design an online collaborative learning environment 

(Redmond & Lock, 2006); to evaluate studentsô learning experience in online 

discussions in a blended course (Akyol & Garrison, 2008); to develop higher ï 

order thinking skills in an online and blended learning environment (Akyol & 

Garrison, 2011); and to evaluate an online course (Lamber & Fisher, 2013) (see 

Toyoda & Harrison, 2018). 

Two main methods used by the researchers for gathering and analyzing data based 

on the CoI framework were transcript coding by a coding scheme (e.g., Shea et al., 

2010) and survey procedure method by CoI Survey (Arbaugh et al., 2008). In 

addition, ñMulti User Virtual Environment Education Evaluation Toolò 

(MUVEEET) observation checklist was developed by McKerlich and Anderson 

(2007) to justify an educational event in Multi-User Virtual Environments 

(MUVEs) in terms of indicators of CoI framework.  
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The CoI Survey was developed by Arbaugh et al. (2008) and validated by Swan et 

al. (2008), to assess the degree to which CoI presences occur in online courses and 

to quantitatively determine the state of a CoI. It is found to be ña valid, reliable, and 

efficient measure of the dimensionsò of the CoI framework (Arbaugh et al. 2008, p. 

133). Since the introduction of CoI survey, it has been used in many contexts and 

applied for multiple purposes (Stewart, 2017).  

Publication of the CoI survey instrument was also intended to assist researchers 

wishing to examine the relationship of the CoI framework to variables such as 

course outcomes. Until the CoI survey instrument was developed, CoI-based 

research was mainly qualitative and focused on individual presences instead of the 

broader context of the framework (Arbaugh et al., 2008).  

In a comprehensive systematic review, Stenbom (2018) analyzed the development 

and implementation of the CoI survey and listed the various uses of the CoI 

instrument by researchers as follows: ñto explore a single learning environment, to 

examine differences using the CoI survey, to observe relationships among the 

different elements of CoI and their relationships with other data, and to address the 

reliability and/or validity of data using the CoI surveyò (p. 25). 

2.1.1.1 Cognitive Presence 

Garrison et. al. (2000) defined CP as ñthe extent to which the participants in any 

particular configuration of a community of inquiry are able to construct meaningò 

(p. 89). The CP is grounded in the critical thinking literature and derived from 

Deweyôs (1933) reflective thinking model (Garrison & Akyol, 2013, p.108). 

Garrison and Akyol (2013) emphasized the impact of critical thinking on 

educational aims and stated that ñCritical thinking both authenticates existing 

knowledge and generates new knowledge, suggesting an intimate connection with 

education and critical thinking is integral to inquiry and viewed as an inclusive 

process of higher-order reflection and discourse.ò (p.108).  
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CP is operationalized by the Practical Inquiry Model (PIM) framework which 

originates in the reflective inquiry phases of Dewey (depicted in Figure 2.2.).  

 

Figure 2.2 Practical Inquiry Model (Garrison, 2007, p.63) 

One key structural feature of the PIM is the interplay/merging between the public 

(shared) and private worlds, or the reflection and discourse dynamics. In other 

words, it is the justification and means to understand thinking and learning 

collaboratively (Garrison, 2015). 

In addition, the model has two dimensions that reflect the óinductive/deductiveô and 

ódivergent/convergent processesô of critical thinking. The vertical axis, the 

deliberation-action dimension, represents ñconstructive and collaborative activities 

and it reflects the rigorous process of integrating induction (arrival of 

generalizations) and deduction (employment of generalizations).ò (Garrison, 2011, 

p.45). The horizontal axis is ñthe perception-conception dimension which reflects 

the point of fusion of the shared and private worldsò (Garrison, 2011, p.45). At one 

extreme is the divergent process of perception and analysis of facts or events; at the 

other extreme is the convergent process of insights and understanding associated 

with ideas and concepts (Garrison, 2011). 
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CP proved to be a suitable instrument to assess critical thinking (Garrison et al., 

2001), given that oral and textual communication (e.g., via discussion forums) have 

been shown to stimulate development of critical thinking skills. In essence, 

cognitive presence is a process model describing the development of higher order 

thinking rather than individual learning outcomes (Akyol and Garrison, 2011b, 

Akyol et al., 2009).  

As previously mentioned, CP is rooted in Deweyôs (1910) social-constructivist 

views of learning and operationalized through the PIM (Garrison et al., 2001) that 

defines four phases of inquiry learning cycle which are Triggering Event, 

Exploration, Integration, and Resolution. 

¶ Triggering Event phase (as the phase of the problem definition) is the 

initiation phase of critical inquiry. Triggering Event phase is also associated 

with conceptualizing a problem, dilemma, or issue that arises from 

experience. Triggering events motivate learners by posing problems or 

asking questions to provide direction for and enhance discourse (Moore, 

2013, p. 158). In an educational context, triggering events can be caused by 

not only the instructorôs communication of learning challenges or tasks, but 

also, any group memberôs intentionally or implicitly attachment to the 

discourse in video conferencing. Well planned activity ensures the 

engagement of students and creates curiosity and questioning (Moore, 2013, 

p. 109). 

¶ In Exploration phase (as phase of the exploration of various ideas), 

participants, shift between their private, reflective world and the social 

exploration of ideas after their perception of the nature of the problem, 

dilemma, or issue and after their exploration of relevant information and 

possible explanations. It is based on óthe personal reflection and social 

exploration processesô (Garrison et al., 2001). Brainstorming, questioning, 

and information exchange characterizes this divergent phase.  
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¶ Integration phase (as the phase of construction of the meaning of the 

proposed solutions) is characterized by more focused and structured 

construction of meaning from the ideas generated in the Exploration phase. 

It presents a constructed meaning from the developed ideas and assumes a 

continuous process of integration and reflection (Garrison et al., 2001). As 

the students move away from the exploratory process, the applicability of 

ideas may start to be tested in terms of how well they are related to the 

investigated problem, dilemma, or issue. Students engages in critical 

discourse that form understanding. In contrast to the Exploration phase, the 

convergence among group members, connection ideas, and creating 

solutions important (Garrison et al., 2001, Park, 2009). Integration takes 

place as learners solve problems and link their ideas with other learnersô 

different viewpoints and ideas. 

¶ Resolution phase (as the phase of the specification of possibilities to apply 

developed knowledge) is a resolution of the problem, dilemma, or issue by 

means of direct or vicarious action. It usually entails a vicarious test using 

thought experiments and consensus building within the CoI. It means 

implementing the proposed solution or testing the hypothesis by practical 

application in most non-educational settings. Resolution allows learners to 

critically evaluate their solution to test its validity and anticipates clear 

strategies for applying newly created knowledge in both non-educational 

and educational settings. Resolution of the original problem may initiate a 

new learning cycle with a new triggering event. 

CP requires studentsô engagement in all phases of Practical Inquiry. However, 

many early study results showed lower levels (i.e., Triggering Event and 

Exploration phases) than higher levels (i.e., Integration and Resolution phases) of 

Practical Inquiry (e.g., Garrison et al., 2001; McKlin, Harmon, Evans, & Jone, 

2002; Picciano, 2002; Meyer, 2003, 2004; Pawan, Paulus, Yalcin, & Chang, 2003; 

Vaughan & Garrison, 2005; Kanuka, Rourke, & Laflamme, 2007; Stein et al., 

2007). As it progresses to the Resolution phase, inquiry becomes more demanding 
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(Garrison & Arbaugh, 2007). Recent studies have yielded greater activity at the 

Integration and Resolution phases (Richardson & Ice, 2010; Shea & Bidjerano, 

2009; Akyol & Garrison, 2008, 2011). Sufficient time in order to reach Resolution 

phase is required in online discussions (Richardson & Ice, 2010), and many of 

them generally reach the Resolution phase offline (Akyol & Garrison, 2008; 

Archer, 2010; Shea et al., 2010). 

While all three presences contribute to studentsô learning experience, CP is the 

central part of the CoI model and operationalizes the Practical Inquiry cycle of 

constructivist learning within online environments (Garrison et al., 2001).  

2.1.2 3D Virtual Worlds  

Virtual Worlds (VWs) have been defined as ña synchronous, persistent network of 

people, represented as avatars, facilitated by networked computersò (Bell, 2008, p. 

2). Girvan (2018) defined it as ñshared, simulated spaces which are inhabited and 

shaped by their inhabitants who are represented as avatars. These avatars mediate 

our experience of this space as we move, interact with objects and interact with 

others, with whom we construct a shared understanding of the world at that timeò 

(p.1099). Users participate in VWs via an óavatarô referred to ña visual 

representation of his or her real or surrogate identity and appearanceò (Dalgarno & 

Lee, 2010, p. 15) by moving around this world using a mouse and the arrow keys 

on the keyboard (Antonacci & Modaress, 2008). In some VWs, users can also use 

the arrow keys to fly óteleportô to different locations in the virtual world (Antonacci 

& Modaress, 2008). Thus, avatars afford the capacity for the user to change their 

point-of-view within the VWs, so they can observe objects and phenomena from 

multiple perspectives (Dickey, 2003). Because VWs incorporate synchronous chat 

tools, participants are able to verbally interact with one another, provide each other 

with feedback, and hence socially negotiate meaning (Dickey, 2003). Users can 

also use their avatars to gesture, smile, dance, and use body language in other ways 

to express themselves (McKerlich & Anderson, 2007).  
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Bower (2017) reported that Active Worlds, OpenSimulator (OpenSim), and Second 

Life were the most used VWs in education. OpenSimulator is an open-source, 

multi-user virtual world platform that enables users to form private virtual worlds 

(Coban, Karakus, Gunay, & Goktas, 2015). One of the advantages of 

OpenSimulator is that educators can download and install it on their own 

computers to prevent the risks of participating in a global community (Childs, 

Schnieders, & Williams, 2012). In addition, developers customize the virtual world 

to their individual needs due to its being an open source software (OpenSimulator, 

2020). OpenSimulator can operate standalone mode having limited to a smaller 

number of users capacity. It can also operate grid mode having the potential to 

scale as the number of users grows (Lorenzo et al., 2012).   

In early work Dickey (2005a) defined the three main components of three-

dimensional (3-D) worlds as ñthe illusion of 3-D space, avatars that serve as the 

visual representation of users, and an interactive chat environment for users to 

communicate with one anotherò (p. 121). 3D VWs could be used in combination 

with other tools in order to provide clearer and more direct access to information 

(Petrakou, 2010), to facilitate the sharing of resources by using learning 

management systems (Antunes, Morgado, Martins & Fonseca, 2008; Esteves et al., 

2011), to support productivity by using Moodle, G Suite, Skype, blogs, wikis, and 

social networking systems (Warburton, 2009; Lumkin et al., 2011; Olteanu et al., 

2014). In addition to support learning and teaching on 3D VLEs, SLOODLE can be 

also utilized (SLOODLE, n.d.). SLOODLE is a free and open source project which 

integrates Second Life and/or OpenSimulator with the Moodle learning 

management system. With SLOODLE, learners can take quizzes and surveys, 

submit assignments, record chat conversations, keep track of their progress via a 

point system all viewable from within the 3D VWs (SLOODLE, n.d.).  
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While the terms of  ñ3D Virtual Learning Environments (VLEs)ò, ñ3D Multi-User 

Virtual Environments (MUVEs)ò, and ñ3D Virtual Worlds (3D VWs)ò have been 

frequently used in the literature, and sometimes interchangeably, the term of ñ3D 

VLEsò is used in this study. However, the terms used in the previous studies were 

not changed and remained as the same as in the original study. 

2.1.2.1 3D Learning Experience (3DLE) Design Principles Model of Kapp 

and OôDriscoll (2010) 

In recent years, conceptual frameworks were utilized for guiding the purposeful 

design of VWs, activities in virtual environments, and in VW applications 

(Schmeil, 2012). A handful of design frameworks and structured guides for VWs 

has been observed in the literature (Darvasi, 2008; de Freitas & Oliver, 2006; Kapp 

& OôDriscoll, 2010; Lim, 2009; McMinn, 2009; Minocha & Roberts, 2008; 

Nambisan & Nambisan, 2008; Salmon, 2010; Schmeil, Eppler & de Freitas, 2012; 

Tuukkanen et al., 2010).   

Kapp and OôDriscoll (2010) proposed a theoretical approach based on the 

characteristics of the virtual environment and used the term 3D Learning 

Experience (3DLE) to stress the importance of creating authentic learning 

experiences in virtual immersive environments (VIEs) and avoid duplicating 

traditional worlds in VIEs (Oll®, & Krist·f, 2013).  A virtual immersive 

environment represents ña virtual 3D Learning environment in which avatars can 

interact and learn from the enviorment, each other, and a faciliatorò (Kapp & 

OôDriscoll, 2010, p.354). They presented the 3DLE model that focuses on 

transforming learning experience through episodic interactions that move learners 

through a flow state of challenge and reward and assimilating new learning along 

the way (Chou & Hart, 2014). 3DLE Design Principles Model is one of the mostly 

acceptable design principle models for 3DLE and (Hopcan, Hopcan, Ķlhan, & 

Tokel, 2016; Kefeli, Ķlkhan, G¿le­ & Tokel, 2016; Kilis, Alkis,  Kadirhan, 

Ozgenel, Cetinkaya, & Tokel, 2015).  



 

 

26 

Within the model, 3DLE Architecture builds on classifications of sensibilities (i.e., 

effects triggered by the VW) and archetypes (i.e., sample patterns of collaboration) 

into the four macrostructures of agency, exploration, connectedness, and 

experience. The 3DLE Architecture is critical to align the sensibilities of virtual 

immersive environment technologies to the principles required for effective 

3DLEs. The critical elements in that architecture are the learning archetypes. 

Elements of 3DLE Design Principles Model and their components are presented in 

Table 2.1. 

Table 2.1 Elements of 3DLE Design Principles Model and their Components 

(Kapp & OôDriscoll, 2010) 

Model Elements Components 

Principles óinstructionally groundedô, óreflectively synthesizedô, 

óparticipant centeredô, ócontextually situatedô, ódiscovery 

drivenô, óactivity orientedô, óconsequentially 

experiencedô, ócollaboratively motivatedô 

Macrostructures óagencyô, óexplorationô, óexperienceô, óconnectednessô 

Archetypes óavatar personaô, órole playô, óscavenger huntô, óguided 

tourô, óoperational applicationô, óconceptual 

orienteeringô, ócritical incidentô, óco-creationô, ósmall 

group workô, ógroup forumsô, ósocial networkingô 

Sensibilities óa sense of selfô, ódeath of distanceô, ópower of presenceô, 

ósense of space and scaleô, ócapability to co-createô, 

ópervasiveness of practiceô, óenrichment of experienceô 

 

The model stresses on collaboration and action. It emphasizes experiential learning 

and tend to align with constructivist learning theories. It referred as being ñaction-

orientedò and doing more than just ñbeing thereò (Yang & Hao, 2012, p.559). Kapp 

and OôDriscoll (2010) stated that ñEach 3DLE, based on its specific desired 

learning outcomes, will lean more heavily toward one or two of the 
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macrostructures, but all four should be engaged at some level.ò (p.78). They further 

stated that instructional designers of VLEs should consider using each 

macrostructure to reach desired learning outcomes. The weight of each 

macrostructure is up to the context and the designer, but activation of all of them at 

any level of the process is strongly suggested by Kapp and OôDriscoll (2010). 

Moreover, they anticipated that, as experience in leveraging VIEs to create 3DLEs 

matures, more archetypes would be identified in addition to the identified eleven 

3DLE archetypes.  

2.2 Review of Relevant Research Studies 

2.2.1 Virtual Worlds and Language Education 

Pedagogical opportunities of 3D VWs have been provided many valuable online 

applications in a variety of disciplines since the mid-1990s; and also, for language 

teachers and learners in the field of language education (Sadler, 2017; Wigham et 

al.,2018). The benefits of using VWs in the language education context comprise 

opportunities ñto access a target languageò, ñto illustrate linguistic conceptsò, ñto 

use authentic language communicationò, ñto support social collaborative learningò, 

ñto implement student-centered collaborative learningò, and ñto design identity-

related tasksò (Wang, 2017, p.31). The results of Borona et al.ôs (2018) systematic 

literature review showed that the use of 3D MUVEs in computer-assisted second 

language learning provided progress in learning outcomes, communication skills, 

and motivation. In addition, a meta-analysis of Wang et al. (2019) also showed that 

3DVWs are expected to significantly improve the ócommunication skillsô and 

ólinguistic competenceô of learners through the application of different teaching 

methods. Regarding the previous literature, researchers have been benefitted from 

VWs for developing and improving speaking skills. One of the most common 

approaches in Second Life has been task-based instruction or known as Task Based 

Language Teaching (TBLT) (Canto, Jauregi, & van den Bergh, 2013; Chen, 2016a, 
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Chen, 2016b; Jauregi, De Graaff, & Canto, 2011; Lai & Li, 2011; Peterson, 2010, 

2012). TBLT was described as ñan extension of communicative language teachingò 

(Richards, 2006, p.27). Through the use of tasks, TBLT seeks to connect the 

language practiced in the classroom with circumstances in everyday life where 

students can find themselves (Anthony, 2018). A task can be defined as ña 

structural plan for the provision of opportunities for the refinement of knowledge 

and capabilities entailed in a new language and its use during communicationò 

(Breen, 1989, p.187). In addition, a task could be both a brief practice exercise and 

a more complex workplan that requires spontaneous communication (Ellis, Skehan, 

& Li, 2019, p.6).  

Prabhu (1987) classified the language tasks into three types based on the types of 

cognitive ability involved: information-gap, opinion-gap, and reasoning gap. This 

type of classification based on the assumption that reasoning facilitates learning 

(Tardieu & Dolitsky, 2012). Prabhuôs three types of language tasks were defined as 

below:  

¶ An information-gap task involves ña transfer of given information from one 

person to another ï or from one form to another, or from one place to 

anotherò (Ellis et al., 2020, p.8).  

¶ An opinion-gap task involves ñidentifying and articulating a personal 

preference, feeling, or attitude in response to a given situationò (Ellis et al., 

2020, p.8).  

¶ Lastly, a reasoning-gap task referred as ñderiving some new information 

from given information through the processes of inference, deduction, 

practical reasoning, or perception of relationships or patternsò (Ellis et al., 

2020, p.8). The reasoning gap also involves sharing information, but it 

requires going beyond the information provided (Tardieu & Dolitsky, 

2012).  

Prabhu (1987) argued that reasoning-gap tasks are more likely to result in sustained 

engagement with meaning than information-or opinion gap tasks (Ellis, & Shintani, 
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2014, p.138). Several studies also explored the effects of task types,  on language 

learning and speaking skills (Arciniegas & Vasquez, 2017; Dadras & Erfani, 2018; 

Fondo Garcia & Appel, 2016; Lan et al., 2016;  Namaziandost, Hashemifardnia, 

Shafiee, & Feng, 2019; Peterson, 2006, 2009).  

Previous literature results showed that reasoning gap tasks have remarkable results 

on oral communication competence, accuracy, and fluency. As an example of a 

study using VW, Lan et al. (2016) analyzed the impact of various types of language 

activity (i.e., ñinformation-gapò and ñreasoning-gapò) carried out in Second Life on 

the accuracy of oral performance of Chinese second language learners. The results 

revealed that both task types encouraged interaction among learners and all the 

learners improved significantly in oral communication competence, especially with 

those performing the reasoning-gap task.  

2.2.2 Implementation of CoI Framework into V irtual Worlds  

Since the CoI framework was found as appropriate to evaluate educational events 

in 3D VWs (McKerlich & Anderson, 2007), several studies utilized  CoI 

framework in 3D VWs (see Aebersold et al., 2015; Burgess et al., 2010; Claman, 

2015; Hill, 2012; McClannon et al., 2013; McKerlich & Anderson, 2007; 

McKerlich et al., 2011; Omale et al., 2009; Pellas & Boumpa, 2016,2017; Pellas & 

Kazanidis,  2014; Pellas, Peroutseas, & Kazanidis, 2013; Reisoĵlu, 2014; 

Traphagan et al., 2010; Zulkanain & Rahim, 2017). The main focus in the earlier 

studies were on the analysis of the existence of CoI framework in VWs and new 

indicators for CoI (Burgess et al., 2010; McKerlich & Anderson, 2007; McKerlich 

et al., 2011; Traphagan et al., 2010). McKerlich and Anderson (2007) designed and 

developed MUVEEET to observe and evaluating educational event in a MUVE and 

found that the CoI framework could be applied to VWs. Following the design and 

development of the MUVEEET, the CoI Survey has been developed by Arbaugh et 

al. (2008) and validated by and Swan et al. (2008) in the form of questionnaire 

survey in online courses. Earlier measures of CoI were derived through transcript 
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analysis (from the researcherôs perspective-objectively). The CoI Survey measuring 

the TP, SP and CP categories of the CoI, from a studentôs perspective 

(subjectively) added a new direction to the CoI research (McKerlich et al., 2011). 

In previous studies, factors affecting the CoI presences in VWs were also explored 

as below: 

¶ The tool (including sub-factors of ñfamiliarity with the toolsò, ñvisual 

information that the tools provideò, and ñcomputer requirementsò), task 

(including sub-factors of ñtask familiarityò, ñnature of taskò), and group 

collaboration factors in 3D VWs appeared to affect and/or be affected by 

TP, SP and CP (Traphagan et al., 2010, p.934).  

¶ The attributes of 3D technology (óavatarsô, ó3-D spaceô, and ócomic style 

bubble dialogue boxesô) promoted SP (Omale et al. 2009).  

¶ The situational interest was the only significant predictor of SP (Pellas & 

Kazanidis, 2014). 

¶ ñThe softwareò, ñinstructional designò, ñmaterial design knowledge of the 

design teamò and ñcontent and 3D VLE knowledge of teachers; 

ñarrangement of the contentò; ñusing different materials while presenting 

the contentò; ñcommunication-interaction and information toolsò; 

ñtechnical infrastructureò and ñstudent numbers in the environmentò affect 

TP (Reisoĵlu, 2014, p. iv). 

¶ ñStudentsô communication and computer usage skillsò, ñcommunication- 

interactionò, ñmotivation and guidance toolsò, ñrealistic environment 

designò, ñproperties of the Second Life platformò, ñtechnical infrastructureò 

and ñthe role of the teacherò affect SP (Reisoĵlu, 2014, p. iv). 

¶ ñThe tools used for communication-interaction, informing, motivation and 

guidanceò, ñtechnical infrastructureò, ñstudentsô computer usage skillsò, 

ñproperties of the Second Life platformò, ñrealistic environment designò 

and ñbehaviors of the technical team and teachersò affect CP (Reisoĵlu, 

2014, p. iv). 
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¶ ñThe academic success of the studentsò was significantly related with TP 

and CP levels with small effect (Reisoĵlu, 2014, p. iv). 

¶ ñ3D game experienceò affects SP and CP levels (Reisoĵlu, 2014, p. iv). 

¶ ñAvatarsò and ñroleplay activitiesò affect SP. In addition, ñroleplay 

activities in synchronous modeò also affect CP (Ozbek et al., 2017). 

Other important aspects from the previous studies implemented CoI Framework 

into the VWs can be summarized as below:  

¶ Second Life, OpenSimulator, Active Worlds and VenueGen (currently no 

longer exists) were utilized as a 3D VW platform. OpenSimulator was 

combined with SLOODLE (Pellas & Boumpa, 2016; 2017) and Scratch4OS 

(Pellas, Peroutseas, & Kazanidis, 2013)  

¶ Subjects/topics were covered in secondary school, high school (see Ozbek 

et al., 2017), undergraduate, and graduate courses. They were delivered by 

synchronous and asynchronous mode in online and blended environments. 

In addition, Hill (2012) examined factors that may or may not contribute to 

the adoption of the innovation of VWs by librarians. Furthermore, Reisoĵlu 

(2014) examined various factors that affect the level of TP, SP, and CP 

(ñgrade levelò, ñcomputer game experienceò and ñ3D game experienceò 

and factors that affect these components of CoI framework) and their 

relation with academic success in a course at secondary school developed 

for informing and raising awareness in winter sports. 

¶ In these relevant studies, the number of the participants ranged between 8 

and 204. 

Previous studies showed that CoI framework can be used for VWs and the CoI 

survey is an effective tool to measure teaching and learning effectiveness in virtual 

worlds (McKerlich et al. 2011). However, King (2018) criticized CoI framework 

due to the lack of motivation factor which was crucial in language education and 

stressed on the need of additional motivation component to the CoI framework to 

ensure a better supported learning experience. In addition, Zulkanain and Rahim 
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(2017) offered enhancement of CoI framework with the inclusion of instructor 

presence ñwith an aim to be used as a guideline to improve learning session with 

the instructorò (p.113). Adding additional component to the CoI framework to be 

more meaningful as a framework is one of the recommendations in the CoI 

literature (Castellanos-Reyes, 2020). Researchers suggested adding learner 

presence (Shea et al.,2012), emotional presence (Cleveland-Innes & Campbell, 

2012), autonomy presence (Lam, 2015), and regulatory presence (Kilis & Yēldērēm, 

2018) to the CoI framework (see also Armellini & De Stefani, 2016; Dunlap, 

Verma, & Johnson, 2016).  

In terms of language education, few emerging studies were conducted on CoI 

framework applied in 3D Virtual Language Learning Environments (3D VLLEs) 

(e.g. King, 2018; Ozbek et al., 2017; Pellas & Boumpa, 2016, 2017). Pellas and 

Boumpa (2016) examined the comparative perspectives on the efficacy of 

SLOODLE and OpenSim as a 3D web-based platform for Continuous Professional 

Development of preservice foreign language teachers to learn basic terms related to 

Information Technology literacy, using the CoI model as a theoretical framework 

focusing on user experiences with the development of 3D VLE activities. The 

components of the CoI have been used to foster interaction and encourage 

participation in blended synchronous mode (Pellas & Boumpa, 2016). 

In another study of Pellas and Boumpa (2017) on CPD, the impact of the 

experiences of pre-service foreign language teachers on their CPD in 

OpenSimulator using SLOODLE was investigated using a theoretical framework of 

instructional design including the CoI model and the Jigsaw teaching technique. 

The CoI model was used in the study to identify the experiences and relationships 

of pre-service foreign language teachers in a learning community and as an 

instructional design tool to test the efficacy of preservice teachers' CPD in 

synchronous communication modes (Pellas & Boumpa, 2017). 

In the research of Ozbek et al. (2017), two activities óintroducing an innovationô 

and órole playingô in Second Life are planned to improve the speaking skills of 
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English-language learners and qualitatively assess the roles and outputs of Turkish 

language learners before, during and after the implementation of the two activities 

through the CoI model, consisting of CP and SP. The CoI model was used as a 

theoretical framework to analyze the roles and outcomes (perceived benefits of the 

participants from the 3DLE).  

A thesis study conducted by King (2018) investigated how college students in a 3D 

VLE (i.e., Second Life) learn Spanish as a foreign language and they designed a 

tool for Spanish Heritage Language Learners (SHLLs) studying their Heritage 

Language. The CoI framework was used to frame each stage conceptually in the 

development of tasks for SHLLs to be performed in 3D VLE. Specifically, it was 

used to determine how to balance the online class (Second Life Language Lab) 

between structuring and directing the learning experiences of SHLLs (for TP), 

socially engaging them with peers and other Spanish speakers (for SP), and also 

promoting higher-order thinking while reflecting on these experiences (for CP) 

(King, 2018).  

Considering the previous research on CoI application to 3D VLEs in language 

education field, researchers used CoI Framework as an instructional design mean, 

in other words, as a theoretical model for several purposes. For example for the 

development of an instructional design framework focusing on usersô interactions 

(Pellas & Boumpa, 2016), to discuss the Turkish Foreign Language Learnersô roles 

and outputs (Ozbek et al., 2017), for pedagogical design of Second Life regarding 

task design, and for SHLLs to be performed in Second Life (King, 2018).  

In addition, the CoI Survey was used as a rubric for formative evaluation of the 

learning process, for example for the measurement of the learning process of 

preservice teachers in synchronous communication modes (Pellas & Boumpa, 

2017). By the implementation of CoI framework as an instructional design mean, 

studies showed positive results regarding effective teaching and learning, high 

learning gain, meaningful learning (Pellas & Boumpa, 2016), and meaningful 

outcomes (Pellas & Boumpa, 2017).  
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Ozbek et al. (2017) claimed that avatars helped to strengthen the relationship 

between student-student and student-teacher by enabling communication. They 

stated, ñIt is possible to state that social presence is also high in a real-life context 

where students choose their favourite avatar and work on speakingò (Ozbek et al., 

2017, p. 296). Moreover, roleplay activities in which the students worked actively 

and performed the different scenarios through their avatars in small groups 

increased SP. Considering CP, they claimed that ñthe interaction between the 

teacher-students and the social environment is higher in the role-playing activityò 

(Ozbek et al., 2017, p.296). The study was performed in synchronous format, but 

written preparation in all the teaching strategies influenced the success of students 

positively. Studentsô spontaneous response to the questions without following the 

scenario and finding the correct answer through discussion affected CP positively.  

Considering the findings of the reviewed studies, CoI framework could be helpful 

in designing and evaluating educational experiences for 3D VLLEs and it may 

create a deep and meaningful learning by collaborative and constructivist 

experience through the development of its TP, SP and CP. The affordances of 3D 

VLLEs provide an opportunity to the development of learning community in which 

learners engaging authentic or complex experiential learning tasks, collaboratively. 

It may lead to increase their intrinsic motivation and engagement (Dalgarno & Lee, 

2009).  

2.3 Gaps in the Literature  

In literature, there is an increasing number of studies of CoI applied in the language 

education field in online and blended environments using a variety of technologies 

(e.g., Gonz§lez Miy & Herrera D²az, 2015; Schumann, 2019; Solimani, et al., 

2019; Xu, 2019; Wu et al., 2017; Zhang & Zou, 2020). However, few studies 

investigated the implementation of the CoI Framework into 3D VLEs, in the 

language education field (e.g., Pellas & Boumpa, 2016, 2017; Ozbek et al., 2017; 

King, 2018).   
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Considering the relevant studies applied the CoI framework in the 3D Virtual 

Language Learning Environment, only the study of Ozbek et al. (2017) conducted 

research on the enhancement of English language learnersô speaking skills. This 

study was aimed at high school students.  

When the literature review in this thesis and relevant studies mentioned above are 

examined, the CoI Framework was used as an instructional design mean (in other 

words, as a theoretical model). Among these studies, Pellas and Boumpa (2017) 

employed both CoI model as an instructional design mean and CoI Survey as rubric 

to measure of the learning process. The limited number of studies made it difficult 

to draw conclusions on the results for exploring the implications of CoI framework 

on 3D Virtual Language Learning Environment. However, it can be concluded that 

implementation of CoI framework as an instructional design mean in 3D VLLEs 

revealed positive results for effective teaching and learning: high learning gain and 

learned meaningfully (Pellas & Boumpa, 2016), more meaningful outcomes (Pellas 

& Boumpa, 2017).  

Although English Preparatory (EP) Program of Baĸkent University (workplace of 

the researcher and research setting), focus on communicative approach in the 

classes, the instructors from Faculty of Education also observed that many EFL 

learners still face difficulties in speaking at foreign language classes. 

The factors influencing the components of the CoI framework in creating courses 

for the undergraduate level for an effective speaking skill built in such 3D VLE,

constructivist and collaborative learning environment are unknown. 

Although 3D VW has beneficial affordances and results in language education only 

few studies have used the CoI framework. There is little information about the 

effects of CoI framework on language learning environments and the factors 

affecting its constituent elements (TP, SP, and CP). 

In this study, the developed English-speaking module in 3D VLE will be evaluated 

by using CoI Survey and MUVEEET together and suggestions will be made for the 
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improvement of CP level results. In this way, although 3D VWs have beneficial 

opportunities and results in language education, it will be a comprehensive 

example of studies in which very few studies integrated CoI frameworks in the 

field of language education. In this way, it will be able to serve as a guide for 

practitioners and researchers in this field.  
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CHAPTER 3  

3 METHODOLOGY  

This chapter presented the research methodology and the rationale for the research 

design. Firstly, the research questions that provided a basis for the methodology 

were introduced. Then, research design of the study and the justification for the 

design were presented. After that, research context including the synchronous 

online English-speaking module, speaking tasks (specifically, including reasoning-

gap activities), and virtual learning environment (including 3D VLE called as 

TeachinGrid and its design and development process, SLOODLE, Moodle and 

Zoom) were explained. Then, information about the pilot study, case and 

participant selection procedure and main study were presented. After that, sources 

of data and instruments, and overview of the data collection procedure were 

explained. Then, the data collection procedure, and data analysis were presented. 

Lastly, trustworthiness, ethical considerations, delimitations, and limitations of the 

study are explained. 

3.1 Research Questions 

The main aim of this study is to explore factors that may influence cognitive 

presence of EFL learners when they engage in reasoning-gap activities in a 

synchronous online English-speaking module built in a 3D VLE specifically in 

OpenSimulator with SLOODLE. In addition, the second aim of the study is to 

understand the EFL learnersô cognitive presence (CP) levels based on self-report 

and direct observation method. This aim was added to help in the understanding of 

the community in which factors influencing CP was emerged. The research 

questions of this research study  are listed below: 
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1. What are the cognitive presence levels of EFL learners engaging in 

reasoning-gap activities in the synchronous online English-speaking module 

within a 3D VLE (specifically OpenSimulator with SLOODLE) based on 

self-report and direct observation? 

2. What are the factors that influence cognitive presence levels of EFL 

learners engaging in reasoning-gap activities in the synchronous online 

English-speaking module within a 3D VLE (specifically OpenSimulator 

with SLOODLE)?  

3.2 Overall Research Design of the Study and the Justification for the 

Design 

Investigating the factors influencing CP levels of EFL learners in a synchronous 

online English-speaking module in 3D VLE requires an in-depth study of the 

processes and settings using multiple data collection methods and data sources. 

Therefore an indepth qualitative case study design (exploratory, holistic single-case 

study) was used in this study. Due to the nature of the research questions, the study 

was formed by a constructivist/interpretivist paradigm that included a belief in 

relativist ontology (ñthere are multiple realitiesò), a subjectivist epistemology 

(ñknower and respondent co-create understandingsò), and naturalistic (ñin the 

natural worldò) methodology (Denzin & Lincoln, 2018, p.57). The overall 

representation of the philosophical and methodological approaches employed in the 

study presented in Table 3.1. Figure 3.1 illustrates the timeline of overview of the 

study. 

Table 3.1 Selection of Philosophical and Methodological Approaches for the study  

Elements Selected Approach for the Study 

Paradigm Constructivist/Interpretivist 

Ontology Relativist 

Epistemology Subjectivist 
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Methodology Naturalistic Inquiry 

Method Qualitative Research 

Qualitative Research Approach Exploratory, Holistic Single-Case study 

 

Figure 3.1 Timeline of the Study 

 

The synchronous online English-speaking module was the bounded system, and the 

topics including reasoning gap activities within the synchronous online English-

speaking module developed by the researcher was the context. Table 3.2 shows the 

research methodology at a glance. The instruments for data collection were 

presented separately according to each research question and summarized in Table 
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3.3 and Table 3.4. In addition, Table 3.5 shows the trustworthiness of the study at a 

glance. 

Table 3.2 The Research Methodology at a Glance 

Research Components Descriptions 

Method Qualitative single-case study 

- Holistic, exploratory case 

Bounded System of the 

case 

3D VLE - OpenSimulator utilizing SLOODLE 

(TeachinGrid) 

- Including a synchronous online English-speaking module 

The Phenomenon EFL learnersô cognitive presence in synchronous online 

English-speaking module within a 3D VLE 

Participants EFL Learners at undergraduate level 

- 21 pre-service English language teachers 

Selection Purposive Sampling - Criterion-based sampling technique 

- Enrolled in a first-year course, titled as Computer II  

course, in the Spring semester of 2018-2019 Academic 

Year, 

- Studying at the Faculty of Education, Department of 

Foreign Languages, English Language Teaching 

Program,  

- Volunteer to participate to the study. 

Setting/Site Baĸkent University, Faculty of Education, Department of 

Foreign Languages, English Language Teaching Program 

- A foundation university, in Ankara, Turkey 

Context Reasoning Gap Speaking Tasks for English language 

- 4 real-life contexts: Task 1- Department Stores, Task 2- 

Phobias, Task 3- Railway Station of Future, Task 4- Fake 



 

 

41 

Research Components Descriptions 

or Real News 

 

Table 3.2 (continued) 

Research Components Descriptions 

Data Collection,  

Data Sources & 

Instruments 

Surveys and Forms 

- Demographic Information Surveys (for the EFL 

learners and for the instructor) 

- Community of Inquiry (CoI) Survey 

- Inquiry Form 

- Reflection Forms (for the EFL learners and for the 

instructor) 

- General Evaluation Forms (for the EFL learners and 

for the instructor) 

Interviews  

- Interview Protocol 

Observations and Task Sessionsô Screen Recordings  

- Modified Multi -User Virtual Environment Education 

Evaluation Tool (MUVEEET) - Form  

- Emerged Tensions in 3D VLE - Form 

- Researcherôs Notes by the direct observations 

throughout task sessions 

Documents  

- Researcherôs Notes 

- Academic Transcript Records of Participants 

- Speaking Exams 

Data Analysis Descriptive Statistics (for the data derived from the CoI 

Survey) 

Thematic Analysis following by constant comparative 
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Research Components Descriptions 

method 

Activity System Analysis following the thematic analysis 
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3.2.1 Case Study Design 

In order to achieve research purposes, exploratory case study methodology was 

utilized. Several researchers defined case study a little differently. Yin (2014) 

defined the case study as ñan empirical method that investigates a contemporary 

phenomenon (the case) in depth and within its real-world context, especially when 

the boundaries between phenomenon and context may not be clearly evidentò 

(p.16). Merriam and Tisdell (2015, p.40) defined a qualitative case study as ñan 

indepth description and analysis of a bounded systemò. Whereas Creswell (2013) 

defined it detailed as ñcase study research is a qualitative approach in which the 

investigator explores a bounded system (a case) or multiple bounded systems 

(cases) over time, through detailed, in-depth data collection involving multiple 

sources of information (e.g., observations, interviews, audiovisual material, and 

documents and reports), and reports a case description and case-based themesò (p. 

97). 

Yin (2003) claimed that the case study contains at least five different applications. 

Exploratory case study, one of these strategies, ñmay be used to explore those 

situations in which the intervention being evaluated has no clear, single set of 

outcomesò (Yin, 2003, p.15). This study employed a qualitative approach; 

exploratory case study design in which quantitative and qualitative data were 

collected. The study focused its attention on the central phenomenon of ófactors 

influencing CP in a 3D VLEô. Furthermore, it required an in-depth investigation of 

the EFL learners in 3D VLE (a bounded system; a case) to present experiences 

from their own viewpoints and phenomenon in its natural world without 

influencing the participantsô behaviors. 

Moreover, Yin (2018) claimed that ñthe single-case study is an appropriate design 

under several circumstances, and five single-case rationalesðthat is, having a 

critical, unusual, common, revelatory, or longitudinal caseò (p.52). This single case 

study using holistic design can be considered as a critical case in testing of existing 
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theory which was CoI framework containing research gaps in its implementation to 

the 3D VLLEs.  

3.2.2 Determination of the Case  

Although English Preparatory (EP) Program of Baĸkent University (workplace of 

the researcher and research setting), focus on communicative approach in the 

classes, the instructors from Faculty of Education also observed that many EFL 

learners still face difficulties in speaking at foreign language classes. For EFL 

learnersô difficulties on English speaking skills at Faculty of Education, informal 

group interviews and brainstorming with two EP Program administrators and three 

instructors from English Language Program, at the Faculty of Education were 

conducted. In addition, the researcher had informal conversations with EFL 

learners at the Faculty of Education to collect their thoughts on this issue. The 

informal meetings showed that difficulty in foreign language speaking skills was 

common among the EFL learners at the Faculty of Education in Baĸkent 

University. They reported that it was important to change some part of their 

curriculum, add extracurricular course, or any other method to use and develop 

studentsô foreign language speaking skills. Most EFL learners showed willingness 

to attend any activities or courses for practicing speaking English. More 

surprisingly, EFL learners from Department of Foreign Languages at the Faculty of 

Education were also in these group of students facing difficulties in speaking. 

Components of the research design and their justifications for this study were given 

below: 

a. Bounded system:  

A bounded system can be defined as a ñsingle entity, a unit around which there 

are boundariesò (Merriam & Tisdell, 2015, p. 38). Specifically, the case in this 

study was bounded by  

(a) Geographical Location / Place  
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(Country, City, Foundation University, Undergraduate Program and Course) 

o Turkey, Ankara 

o Baĸkent University, Faculty of Education, Department of Foreign 

Languages, Undergraduate Program in English Language Teaching 

o óSpeaking Tasks in a 3D Virtual Learning Environmentô- Module integrated 

into Computer II - Course 

(b) time period (6 weeks) 

o Spring Semester of 2018-2019 Academic Year 

o Period of Total Data Collection: February 20
th
, 2019 ï May 31

st
, 2019 

o Period of Task Sessions: February 20
th
, 2019 ï April  10

th
, 2019 

(c) conceptual framework of the study  

o Community of Inquiry  

o Cognitive presence (CP in the 3D VLE and factors influencing CP) 

 

This single case study employed the qualitative approach. It mainly focused 

attention on the phenomenon of ófactors influencing CP in a 3D VLEô. A speaking 

module in 3D VLE (óSpeaking Tasks in a 3D Virtual Learning Environmentô - 

Module integrated into óComputer IIô ï Course) was the bounded system, and 

reasoning gap English speaking tasks developed by the researcher were the context. 

b. Nature of research questions:  

In order to explore the research subject through an investigation of the research 

questions, an exploratory, holistic single-case study research design were chosen.  

As suggested by Yin (2003, pp. 5-6), research questions start with óhowô and 

ówhatô are exploratory by nature and could be used for exploratory case studies. 

The research questions formulated for this study were in exploratory form. This 

research explored the level of CP of EFL learners and the factors that may affect 

the level of CP in a 3D VLE by asking ówhatô questions. 
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3.3 Context of the Study  

3.3.1 Setting and Informal Need Analysis  

This study was conducted in Baĸkent University, one of the foundation universities 

of Ankara in Turkey. There are 12 faculties, 7 vocational school, 7 Institutes, the 

state conservatory, and the School of Foreign Languages in the university. The 

university provided 45 associate, 61 undergraduate, 90 master, and 26 PhD degree 

programs with around 17,000 students in total. The Faculty of Education had 6 

departments (i.e., ñBasic Educationò, ñComputer Education and Instructional 

Technologyò, ñEducational Sciencesò, ñForeign Language Educationò, 

ñMathematics and Science Educationò, and ñTurkish and Social Sciences 

Educationò) with 9 programs. 

At the foundation university, to assist students to develop better spoken and written 

communication skills in English, EP Program was a must course and a prerequisite 

for the students who enroll in undergraduate programs that provide instruction 

partially or completely in English. However, this program was optional for the 

students who enroll in undergraduate and other programs that provide instruction in 

Turkish.   

Informal group interviews on EFL learnersô difficulties related to English speaking 

skill at Faculty of Education were conducted to brainstorm on the possible 

solutions with two EP Program administrators (subject matter experts) and three 

foreign language instructors (subject matter experts) from ELT Program at the 

Faculty of Education. They claimed that the communicative approach was applied 

for teaching in English-speaking courses in EP Program and Faculty of Education. 

One of the administrators of EP Program added that:  

We try hard to help our students develop communicative competence for 

real life settings and situations. 
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Another EFL instructor at the Faculty of Education stated that  

Ideally, communicative language teaching is expected to be employed to 

teach oral communication skills. However, as far as I know based on my 

studentsô feedback, this is not the approach used in their speaking lesson. 

Although this may also depend on the instructor's teaching style, I do not 

think this course has not been given the attention it needs in terms of 

communicative approach being utilized. 

EFL learners completed the Preparatory Program at B1 + level based on the 

Pearson GSE scale (Baĸkent University School of Foreign Languages, 2018). The 

researcher asked about the speaking level of EFL learners studying at the Faculty 

of Education when they finish the EP Program. They shared mixed opinions. One 

of the administrators of EP Program stated as below: 

Most of these students are B2 ones. At his level they can interact with a 

degree of fluency and spontaneity. However, they need to express 

themselves in more contexts, including unfamiliar topics. 

Some of the EFL instructors from ELT Program stated as below: 

I think it depends on the previous background of the student, some of them 

are satisfactory but others are still unsatisfactory. 

I believe that the number of students who are really proficient, like at C1 

level, is quite low. As there are not many students who study at preparatory 

school, it is hard to make generalizations. However, I had ten students who 

completed their preparatory school program and they were like B1 or B2 

level. 

All of them confirmed that EFL learners from the Faculty of Education faced 

problems about English language speaking skills. One of the administrators of EP 

Program stated their speaking problems as below: 
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Accuracy, fluency, correct vocabulary items, lacking enough exposure to 

the target language. 

Some of the EFL instructors from ELT Program stated their speaking problems as 

below: 

Fear of negative evaluation and mostly lack of communicative, pragmatic 

competence. 

I believe some students really struggle with speaking in front of public and 

fear that they would mistake, and their peers would make fun of them. Their 

low self-confidence prevents them from making the effort to produce any 

sentences orally. Some do not have the necessary vocabulary knowledge to 

talk about some topics. 

They briefly summarized the reasons of English-speaking problems of EFL 

learners from Faculty of Education as stated below:  

Motivational problems, anxiety, not having enough practice, boring tasks, 

not using technology. 

Lack of self-confidence and low proficiency level. 

I believe the main reasons of English-speaking problems are fear of making 

mistakes, nervousness, low self-confidence, and insufficient vocabulary 

knowledge. 

The informal interviews showed that although EP Program of Baĸkent University 

(workplace of the researcher), focus on communicative approach in the classes, the 

instructors from Faculty of Education also observed that many students still face 

difficulties in speaking English at foreign language classes. They believed that 

English speaking courses and their course hours at the foundation were not enough. 

They believed that there should be more speaking courses. One of language 

instructor from ELT Program stated that:  
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I believe that the weekly course hours, two hours a week, are not enough as 

the classrooms are generally too crowded for instructors to conduct their 

speaking courses in an efficient way. Due to this reason, I believe we need 

to prepare materials, activities and tasks which provide the learners with 

the opportunity to practice their oral communication skills out of the class 

environment. 

Some of their suggestions for preventing the speaking problems of the EFL 

learners from/at Faculty of Education as given below: 

Highly appealing contexts, new topics, integrating technology, meaningful 

tasks, out-of-class practice opportunities and assignments. 

Learner friendly atmosphere in classroom and encouragement. 

We need to provide them with many opportunities to upgrade themselves 

and their language skills. We can make use of educational media 

instruments such as videos and podcasts. another way can be to make use 

virtual worlds because these students are digital natives and they enjoy the 

lessons more if technology is integrated to the courses. Virtual worlds can 

help us to extend the learning environment for the students by using it as an 

integrated part of the lesson. 

Some of their thought about the 3D Virtual Worlds (Second Life, OpenSimulator) 

in foreign language classrooms as given below: 

I think it will make English classes, especially speaking and listening ones, 

much more fun and attractive. Therefore, they will not get bored easily. 

Yes, it can be a good solution. 

I believe games have a significant impact in drawing learners' attention and 

increasing their motivation towards the lesson. As they adapt a new role or 

identity through these games, they feel more comfortable in speaking in 

English or do not fear that they would make mistakes while speaking. As 
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they progress throughout the games, their self-confidence also increases 

because they feel less nervous compared to real environment. In time, they 

can transfer these skills into their real life. So, these virtual worlds can be 

considered as anxiety-free world in this context. Due to all these reasons, I 

think it can be one of the solutions for speaking problems of EFL learners. 

In addition, some of their thought about using communicative Task Based 

Language Teaching in the foreign language classrooms as given below: 

It is one of the most interactive ways to engage learners in meaningful goal-

oriented communicative tasks which are designed carefully. 

As it is learner-oriented and based on their needs and interests, it works in 

EFL classroom. 

I believe it is a vital approach whose principles we should follow especially 

if we are employing an eclectic approach. As the aim of speaking courses is 

to foster learners' oral communication skills and prepare them for the real 

world, we need to design communicative tasks which include situations the 

learners can come across in the real world. In this respect, I believe this 

approach has a lot to offer to the learners. 

In addition, the researcher had informal interviews with 10 undergraduate EFL 

learners who were available at the Faculty of Education to collect their thoughts 

and experiences regarding their foreign language speaking skills. Informal 

interviews with EFL learners were held in the seating space in front of the Faculty 

of Education. The informal interviews showed that difficulty in foreign language 

speaking was common among the EFL learners. They reported that a solution is 

needed to help them improve their foreign language speaking skills such as adding 

new speaking courses (as an extracurricular course), changing the content of the 

speaking courses, or any other solution. Most of EFL learners who were 

interviewed showed willingness to attend any activity or course to practice 

speaking English. More surprisingly, some of the interviewees were the EFL 
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learners from the Department of Foreign Languages at the Faculty of Education 

and they also reported difficulties in speaking.  

For this study, EFL learners studying at the Faculty of Education, Department of 

Foreign Languages, ELT Program was considered as the most appropriate 

participants for the research study. Because they had a prior history of language 

education in high school extensively and assumed to have minimal óbarriers to 

English languageô. In addition, the features of those participants could mirror the 

potential target population for which an effective language module within 3D VLE 

is needed to design and developed at the Faculty of Education of the foundation 

university.  

3.3.2 Speaking Tasks in a 3D Virtual Learning Environment - Module 

A 6-week undergraduate-level online module titled as óSpeaking Tasks in a 3D 

Virtual Learning Environmentô was developed and integrated into Computer II 

course in 2018-2019 spring semester at the Faculty of Education. Brief information 

about the Computer II course was given below: 

Computer II is a 4 hours-must course (2 hours for theory and 2 hours for practice) 

in spring semester for the freshmen students at the Faculty of Education and given 

face to face and supported by online education utilizing Moodle. It was provided 

between February 2019-April 2019. The course covers many topics including 

historical development of Computer Supported Learning (CSL), types of CSL 

including simulations, open ended learning environments, tests, web based training, 

educational games, evaluation of the Computer Supported Learning software, and 

applications of Web 2.0 tools into the education. In this course, in previous years, 

the EFL learners had not found a chance to benefit from the affordances of 3D 

VLEs. They were given theoretical information and some limited applications of 

3D VLEs in foreign language education for the students studying at ELT Program. 

In the course, there was one mid-term (25%), one project (15%), 5 assignments 
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(15%), and one final exam (45%). After the integration of the module for this 

research, the grading policy of the Computer II course has changed as: one mid-

term (25%), one project (15%), 2 assignments (5%), and one final exam (45%), and 

this module (%10).  

The óSpeaking Tasks in a 3D Virtual Learning Environmentô Module was 

integrated to Computer II course and it was at the B2 level of the Common 

European Framework of Reference for Languages (CEFR)
1
. The aim of the module 

was to provide EFL learners reasoning gap activities and learning events that 

would enable them to improve oral skills in English upon completion of the course. 

The module included collaborative and brainstorming activities to support and 

facilitate CP of the participants. The module was made up of a total of 4 tasks. The 

tasks took place on the educational island of TeachinGrid which was designed and 

developed by the researcher in OpenSimulator utilizing SLOODLE. The activities 

were held on a weekly basis and lasted approximately 90 minutes each.  

Since the module was conducted in a part of Computer II course, the following 

modifications were made in Computer II course in order to integrate the óSpeaking 

Tasks in a 3D Virtual Learning Environmentô Module in this research study: 

¶ The EFL learners were attended to 3D VLE in-class task sessions during 

the research process in the practice hours (2 hours) of Computer II course. 

These sessions were managed by one ELT instructor, controlled by the 

researcher, and informed to the Computer II course instructor weekly about 

the research process.  

¶ Participants who were accepted to attended to the research would be 

awarded by the Computer II course instructor by maximum 10 points. The 

point that the EFL learners would be awarded was determined according to 

the performance of the participant by the EFL instructor. EFL learnersô 

                                                 

 

1
 The full title is the ñCommon European Framework of Reference for Languages: Learning, 

Teaching, Assessmentò. 
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performance was evaluated by both formative and summative methods. The 

ñgrading policyò for this part of the course consisted of 2 points for the 

speaking proficiency exam as a pre-test before the study (February 2019), 6 

pts for the group performance, weekly reflection assignments, completion 

of training, training activity assignment and training quiz, and 2 pts for the 

speaking proficiency exam as a post-test after the study. 

3.3.2.1 Speaking Tasks  

The syllabus of the English-speaking Module was initially based on the syllabi of 

previously run courses at English Preparatory School of the foundation university. 

Task topics were the speaking activity sections of certain units concerning real life 

experiences in the course book - ñNew Headway English Course ï Intermediate 

Studentôs Book (Fourth Edition)ò (Soars & Soars, 2013). The units and objectives 

were selected based on whether the topics had covered real life experience with the 

collaboration of three experts in the ELT Program. 

The researcher having an experience as an instructional designer and graduated 

from English Language Teaching Program started out with a general framework of 

the speaking module and prepared reasoning gap activities for the selected units. 

Four authentic tasks for speaking skill were designed for EFL learners at 

independent user level (B2) by the researcher. During the design of the tasks, 

Communicative Task-based approach was applied. 

Prabhu (1987) referred a reasoning gap task as ñthe new information that are 

derived by the students through inference, deduction, practical reasoning, or 

perception of relationships or patternsò (p.46). It involves deriving some new 

pieces of information and getting the final answer by comprehending and 

conveying the clues hidden in the contexts or the restrictions or conditions given by 

the instructor. There are clues to be found, answers must be agreed upon, and the 

task needs to be discussed with all group members to accomplish them. For 3D 
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VLE, in reasoning gap tasks, basic information and the clues for accomplishing the 

task were given to participants or hidden in the surroundings within the 

environment. Group members should observe their surroundings to collect the 

hidden clues, brainstorm and discuss with each other to successfully accomplish 

the task.  

After the development of tasks, they were evaluated and reviewed by a group of 

experts at the ELT Program (3 experts in the field of ELT as external auditors) 

before the pilot study. In this process, ñChecklist for Evaluating Tasksò modified 

from Nunan (2004)ôs ñChecklist for evaluating communicative tasksò was utilized 

(see Appendix A). They analyzed each task and filled the form. Then, the 

researcher checked the comments and discussed with the experts. After the 

discussion and reaching the consensus on the tasks, they were ready for the pilot 

study.  

As mentioned before, in this study, reasoning gap tasks were created to facilitate 

the CP of EFL learners. Guidelines and plans for each task were given to the 

instructor before each task sessions and the instructor had the right to change the 

course of the task session if it was needed. The task sessions were prepared to be 

held on a weekly basis and lasted approximately 100 minutes each. Order of the 

speaking tasks were depicted in Figure 3.2. 

 

Figure 3.2 Order of the Speaking Tasks 

Four authentic tasks listed below were provided after training sessions where the 

researcher made sure that EFL learners were able to access the TeachinGrid 3D 

VLE from the Computer Lab at the Faculty of Education at the foundation 

university. Also, to make sure that they were able to use the basic communication 

functions of voice chat, teleporting, and movement in the environment. Speaking 

task plans were summarized below and presented in Appendix B. 

Task 0 
Training 

- Two sessions 

Task 1 
Department 

Stores 
- Roleplay 

Task 2 
Phobias 

- Roleplay 

Task 3 
Railway Station 

of Future 
- Presentation 

Task 4 
Fake or Real 

News 
- Presentation 
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Task 0 ï Trainin g 

During Task 0, the researcher provided information to EFL learners about Policies 

and Legal Agreements (i.e., Code of Conduct), User credentials (i.e., pseudonyms), 

Typical Lesson Timeline, Evaluation, Technical Details (i.e., preparation of 

microphones), Presentation System Head Up Display (HUD), Possible Technical 

Difficulties and what to do about them, and the Contact Information of the 

researcher (as an technician). In Task 0, participants connected to TeachinGrid and 

test their avatars in the environment. They were required to click on SLOODLE 

Registration Enrollment Booth to connect their avatars with Moodle at first login. 

They visited each training areas and click on SLOODLE trackers after they read 

and fulfilled the instruction on the information boards at the training area. 

SLOODLE trackers were used to keep track of their progress on the completion of 

training. At the end of the training, participants sat on SLOODLE Quiz Chair to 

take the training quiz. Training took for 100 min. in the main study (50 min x 2 

sessions).   

Task 1 ï Department Stores 

The main objective of Task 1 was to enhance speaking skills of EFL learners via 

role-play conversations (Min. 3 min, Max. 5 min) in the departments of the 

shopping center in TeachinGrid. By the end of this session, EFL learners would be 

able to: 

¶ State intention to purchase items, to ask price of items, and to request 

correct change when incorrect change is received. 

¶ State clothing needs, including color and size, and delivery, asking for gift 

wrap, itsô material produced, or conditions/duration of guarantee, type of 

pay and the cost. 

¶ Use appropriate signs at the shop during the conversations on the 3D VLE. 
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Task 2 ï Phobias 

The main objective of Task 2 was to develop speaking skills of EFL learners via 

role-play conversations (Min. 3 min, Max. 5 min) on phobias. By the end of this 

session, EFL learners would be able to: 

¶ Talk about/share the story (real experience) something that people they 

know is afraid of, when it started and how it affects his/her life using the 

phrases they have learned. 

¶ Identify different types of common phobias by completing a scavenger hunt 

in the 3D VLE. 

¶ Create news about a weird phobia by completing a role-playing.  

Task 3 ï Railway Station of Future 

The main objective of Task 3 was to develop speaking skills of EFL learners by 

discussing on the Railway Station of Future. By the end of this session, EFL 

learners would be able to: 

¶ Talk about travelling by train and famous Railway Stations around the 

world. 

¶ Share a story (real experience) positive and/or negative experiences by 

travelling train. 

¶ Rank some features of railway station according to their choice. 

¶ Prepare a presentation of 2030ôs Railway Station considering its location, 

physical appearance, facilities, etc. for the "Railway Station-2030 

Competition". 

Task 4 ï Fake or Real News 
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The main objective of Task 4 was to develop of EFL learners their speaking skills 

by discussing on newspapers. By the end of this session, EFL learners would be 

able to:  

¶ Talk about the newspapers in their country (best reputation, popular, sport, 

scandal) 

¶ Create a mind map how to spot fake news. 

¶ Identify fake or real news by playing game called as Factitious.  

¶ Create a fake or real news for the newspaper with the headline. 

3.3.2.2 Speaking Tasks in a 3D Virtual Learning Environment at a glance 

The module titled as óSpeaking Tasks in a 3D Virtual Learning Environmentô is 

given at a glance in Table 3.5.  

Table 3.5 Speaking Tasks in a 3D Virtual Learning Environment - Module at a 

Glance 

Decision on Description Details 

Syllabus of the 

module 

- Syllabi of previously run 

courses at English 

Preparatory School 

- Speaking activity sections 

in ñNew Headway English 

Course ï Intermediate 

Studentôs Book (Fourth 

Edition)ò (Soars & Soars, 

2013) 

The book was used as the 

course book at English 

Preparatory School of the 

foundation university. 

Selection of the 

units 

Topics covering real life 

experience 

The units were selected 

with the consultation of a 

group of experts in the 

ELT Program. 
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Decision on Description Details 

Table 3.6 (continued) 

Decision on Description Details 

Approach Task Based 

Language Teaching 

- Communicative approach focusing 

on the use of authentic language was 

applied. 

Tasks 4 Reasoning Gap 

Tasks  

(Task 1- Department 

Stores, Task 2- 

Phobias, Task 3- 

Railway Station of 

Future, Task 4- Fake 

or Real News) 

- Tasks included roleplay, 

presentations, games, and scavenger 

hunt. 

Suitability 

of the tasks 

Evaluation by 

ñChecklist for 

Evaluating Tasksò  

- After the development of tasks by the 

researcher, they were evaluated and 

reviewed by a group of experts at the 

ELT Program (3 academicians in the 

field of ELT as external auditors) 

before the pilot study. 

- The checklist was modified from 

Nunanôs (2004) ñChecklist for 

evaluating communicative tasksò. 

Target 

Participant 

CEFR Level - 

Independent user 

level 

- The participants were assumed as 

Independent Users (B1-B2) at 

English Proficiency Level of CEFR 

since they had completed the English 
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Decision on Description Details 

Preparatory Program. 
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3.3.3 Virtu al Learning Environment used in this Research 

In this research study, TeachinGrid, a 3D VLE built in OpenSimulator utilizing 

SLOODLE was designed and developed to provide EFL learners to improve and 

practice their speaking skills by communicative speaking tasks at various areas, 

including social, presentation and discussion areas, shops (e.g., a florist), and a 

train station.. Additionally, Moodle was used as a supplementary part of the online 

learning environment for the announcements of the new tasks, retrieval, and 

submission of documents (help documents, presentation).  

3.3.3.1 TeachinGrid - 3D VLE 

TeachinGrid built in OpenSimulator utilizing SLOODLE was designed and 

developed by the researcher to provide EFL learners a 3D VLE where they could 

improve and practice their speaking skills by reasoning gap tasks. To reach the 

goals in the 3D VLE, it was included both individual and group activities and 

equipped with various supporting tools, such as presentation tool, web browser 

tool, SLOODLE Choice tool, information boards, etc. 

For the development of TeachinGrid, an OpenSimulator Standalone Region 

(empty) was rented from one of the OpenSimulator hosting companies by the 

researcher with the allocation extra budget. The hosting service enabled a server 

interface that simplifies new terrain uploading process, saving an OpenSimulator 

Archive (OAR), and adding users. The region allowed between 24'000 - 48'000 

prims. The server had 1024 MB memory and the region allowed the maximum 40 

visitors.  

The researcher created scenarios for 3D virtual environment design, areas that give 

information about the use of 3D virtual environment, teleportation areas to 

facilitate navigation, orientation objects, social and presentation areas. The 

researcher also added SLOODLE tools into the learning environment. Pre-made 
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OARs were utilized and helpful for the development of some areas on 

TeachinGrid. Various views from TeachinGrid 3D VLE are given in Figure 3.3., 

Figure 3.4, Figure 3.5, and Figure 3.6 (See for other views in Appendix D) below: 

 

 

 

Figure 3.3 Various Views from TeachinGrid 3D VLE - 1 

 

 

1 ï Social Area 

2 ï Travel Agency 

3 ï Amusement Park 

4 ï Free Materials Area 

1

  

2

  

3

  

4
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Figure 3.4 Various Views from TeachinGrid 3D VLE - 2 

1 

3

  

2

  
6 

7 

1 ï Vehicles 

2 ï Tech Store  

3 ï Concert Area  

4 ï Photo Area 

5 ï Elevator to skydiving (Teleportation Area) 

6 ï Kiosk 

7 ï Presentation Area  

5 

4 
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Figure 3.5 Various Views from TeachinGrid 3D VLE - 3 

 

Figure 3.6 Gathering at Welcome Center at the Beginning of the Task Session 

1 ï Train Station 

2 ï Ticket Office 

3 ï Caf®  

1

  

2

  

3
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A session at Presentation Area is presented in Figure 3.7. In this screenshot, the 

instructor introduces the roles in the Task 3 by utilizing Presentation Tool at the 

Presentation Area. 

 

Figure 3.7 Session at Presentation Area 

The óSpeaking Tasks in a 3D Virtual Learning Environmentô Module was given via 

online education (synchronous) in TeachinGrid. EFL learners were able to connect 

to TeachinGrid to discover the environment, interact with the tools and materials, 

meet, and discuss with other participants at any time via the Internet connection 

whenever they wanted. All task sessions in TeachinGrid were recorded via 

Camtasia, a type of screen capturing software, for further analysis. 

Adequate computer hardware (same as hardware requirements of OpenSimulator) 

was required to connect to TeachinGrid. The Firestorm Viewer should be installed 

and the grid address of TeachinGrid should be added. Participants needed to create 

a TeachinGrid account to sign in. For this purpose, they registered to TeachinGrid 

by using the web site of the OpenSimulator Hosting Company. The researcher sent 



 

 

67 

them the link for registration. Participants also needed high speed Internet and 

Ethernet cables in order to establish a satisfactory connection with the TeachinGrid 

server. The Faculty of Education provided all participants computers, fast Internet 

connection, and Ethernet cables.  The overall features of TeachinGrid 3D VLE is 

given at a glance in Table 3.6. 

Table 3.6 TeachinGrid 3D VLE at a Glance 

Decision on Description 

Platform OpenSimulator  

Design Principles 3DLE Design Principles Model (Kapp & OôDriscoll, 2010) 

- All archetypes were used, except Operational 

Application. 

External Plugin SLOODLE (Version 2.1) 

- óPresenterô, óRegistration Enrollment Boothô, óQuiz 

Chairô, óQuiz Scoreboardô, óTrackerô, and óChoice 

Toolô were used. 

Technical 

Information 

(OpenSimulator 

Server) 

An OpenSimulator Standalone Region (empty) was rented. 

- The region allowed between 24'000 - 48'000 prims.  

- The server had 1024 MB memory and the region 

allowed the maximum 40 visitors. 

Web Panel Web interface provided by the hosting company 

- The hosting service enabled a server interface that 

simplifies new terrain uploading process, saving an 

OAR (OpenSimulator Archive), and adding users. 

Viewer Firestorm Viewer 
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3.3.3.1.1 Design and Development of TeachinGrid 

TeachinGrid built in OpenSimulator utilizing SLOODLE was designed based on 

ñ3DLE Design Principles Modelò, one of the most acceptable design principle 

models for 3DLE and proposed by Kapp & OôDriscoll (2010).  The framework 

called as ñ3DLE Architectureò, building on classifications of sensibilities and 

archetypes into the four macrostructures of ñagencyò, ñexplorationò, 

ñconnectednessò, and ñexperienceò, was used in the design process of TeachinGrid.  

The 3DLE Design Principles Model outlines eight principles to guide instructional 

designers in their work of creating immersive and engaging 3D learning 

environments. Kapp and OôDriscoll (2010) emphasized that the design principles 

should be grounded in the virtual immersive environment affordances to enhance 

3D learning experiences. 

The principles for the design of 3DLE are divided into two primary categories: 

grounding principles and design principles. Kapp and OôDriscoll (2010) identified 

two different principles, which are the core elements for the other six principles: 

ñInstructionally Groundedò and ñReflectively Synthesizedò. In the following 

section, each principle considered during the design of TeachinGrid is presented.  

Á Principle 1. Instructionally Grounded  

TeachinGrid was used to simulate real life scenarios/experiences to engage EFL 

learners in authentic and meaningful spoken interaction by providing 

communicative speaking tasks. EFL learners can gain speaking experience by 

carrying out real-world tasks in English enhanced by the features of 3D VLE. It can 

encourage interaction among learners, increase motivation, active learning, and 

creativity, facilitate risk taking and enable immersive group work. 

Á Principle 2. Reflectively Synthesized  

EFL learners can share their opinions about the tasks, task performances, and 

environment at any time by using the Evaluation Box (mailbox) near the Welcome 



 

 

69 

Area in TeachinGrid. When each group performances are completed, other groupsô 

members review and comment on the performance in Social Area, Presentation 

Area, or the location where the task performed. Then, the instructor comments on 

the performance. EFL learners vote for the best performed group at the end of each 

task.  

Á Principle 3. Participant Centered  

In TeachinGrid, actions and interaction that EFL learners could encounter by their 

requirement to do in the environment were listed below: 

¶ In Task 0 - Training - Visit each training areas and click on SLOODLE 

trackers as a training-completion-confirmation button at the entrance of 

each training area, after reading, follow the steps written on the information 

boards and fulfil the instruction  

¶ In all tasks - Read all instruction about the tasks, from information board 

and complete them. 

¶ In Task 1 - Add some materials to the store that were assigned randomly to 

each group by clicking the object called as "Assign a Shop" around the 

television to make it attractive.  

¶ In Task 2 - Search the environment and find 5 bottles which include 

notecards about the phobias in a scavenger hunt. At the end, talk about the 

phobias mentioned on the notecards briefly. 

¶ In Task 4 - Use the web tool at the ñPresentation Areaò to create a mind 

map on how to spot fake news with their groups and to play the fake or real 

news game: ñFactitiousò. 

 

Á Principle 4. Contextually Situated 

In TeachinGrid, contextually situated scenarios, which EFL learners could easily 

identify, were created to meet the determined objectives of the tasks. EFL learners 

discovered the environment by the scavenger hunt, read the task related 

information from the notecards, roleplayed in assigned shops designed specifically 
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for the tasks, and made presentations. Moreover, in all phases of tasks, they read 

instructions from information boards and web tools, to get the main points, key 

concepts necessary to improve their speaking skills.  

Á Principle 5. Discovery Driven 

In TeachinGrid, a scavenger hunt that they search the bottles related to phobias in 

Task 2 was designed. The bottles were located near the objects or the area related 

to the phobia mentioned on the notecard in the bottle and the participants were 

asked to consider general phobias as a clue. Participants were informed that the 

best performed group who were voted by the participants would get extra 5 pts (out 

of 100 to the task performance grade) in tasks to motivate them to perform the 

tasks carefully. Moreover, vehicles for driving, amusement park for rides, Concert 

Area for dancing and listening to music, and relaxing areas were provided in 

TeachinGrid to motivate the EFL learners. 

Á Principle 6. Activity Oriented  

In all tasks of TeachinGrid, relevant and meaningful experiential activities were 

designed to improve and practice participantsô English-speaking skills. 

Á Principle 7. Consequentially Experienced 

In TeachinGrid, the participants worked in groups to plan and practice for tasks and 

perform them. The instructor provided immediate constructive feedback related to 

each task performance to improve their performance and speaking skills. There was 

no additional feedback mechanism in TeachinGrid. 

Á Principle 8. Collaboratively Motivated 
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In TeachinGrid, participants working in groups of 3-4 were informed that the best 

performed group who were voted by the participants would get extra 5 pts (out of 

100 to the task performance grade) in tasks to motivate them to perform the tasks 

carefully. In addition, Discussion Area and Conference Room areas were designed 

to support collaboration for additional spaces for students to interact.  

In the model, these design principles are then embedded in broader 

macrostructures: agency, exploration, connectedness, and experience to support the 

3D VLE design process (Dass, Dabbagh & Clark, 2011; Kapp & OôDriscoll, 2010). 

These macrostructures are activated within these 3DLEsô principles. Kapp and 

OôDriscoll (2010) stated that ñEach 3DLE, based on its specific desired learning 

outcomes, will lean more heavily toward one or two of the macrostructures, but all 

four should be engaged at some level.ò (p.78). In this context, instructional 

designers of VLEs should consider using each macrostructure to reach desired 

learning outcomes. The weight of each macrostructure is up to the context and the 

designer, but activation of all of them at any level of the process is strongly 

suggested by the researchers.  

These four macrostructures serve as an organizing framework for specific 3DLE 

archetypes which are the basic building blocks of 3DLEs (Kapp & OôDriscoll, 

2010, p.80). As shown in Figure 3.8, each macrostructure included a specific set of 

3DLE archetypes. Each archetype achieves a specific set of learning outcomes and 

enables a specific macrostructure. 
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Figure 3.8 The Eleven Archetypes Mapped to the Four Macrostructures of the 

3DLE Design Principles Model (Kapp & OôDriscoll, 2010, p.82) 

In this study, for each macrostructure at least one archetype was included. 

ñAgencyò (avatar persona, role play), ñexplorationò (scavenger hunt, guided tour), 

ñconnectednessò (co-creation, small group work, group forum and social 

networking) and ñexperienceò (conceptual orienteering, critical incident). 

However, ñOperational applicationò was not enabled for the TeachinGrid due to 

the nature of task topics. Based on the principles, the following four macro-

structures and eleven archetypes are defined and their application/examples within 

TeachinGrid are given in detail below: 

Agency - Macrostructure  

Avatar Persona - Archetype 

In TeachinGrid, EFL learners and the instructor took a training tour and practice 

the basic operations (such as moving and flying for the Training Task. During the 

training, they were also instructed about how to change clothes and customize their 

avatars. They were also able to change their avatars and clothes whenever they 

want at óClothes Storeô. When they completed the training session, they were asked 
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to change their avatars and clothes to represent the persona they wanted to be or 

portray and motivate new TeachinGrid users. Moreover, at the end of the training 

session they were asked to take a screenshot of their avatars as an assignment and 

share with the class by uploading it to the Moodle. The implementation of the 

Avatar Persona archetype into TeachinGrid 3D VLE is shown in Figure 3.9. In the 

figure, avatars are editing their appearance (changing the clothes). 

 

Figure 3.9 The Avatar Persona Archetype in TeachinGrid 3D VLE 

Role Play - Archetype 

In TeachinGrid, participants had two different role plays, in Task 1 and in Task 2. 

In Task 1, they worked in a group of 3-4 and created role-play conversations in the 

departments of the shopping center. They acted as one of the roles of store 

manager, customer, shop assistant, and reporter. The main objective of Task 1 was 

to enhance EFL learnersô speaking skills via role-play conversations (Min. 3 min, 

Max. 5 min) in the departments of the shopping center in TeachinGrid. Table 3.7 

shows that the summary of Task 1(task cycle), roles, and details on them. The 

implementation of the Role Play archetype into TeachinGrid 3D VLE is shown in 

Figure 3.10.  



 

 

74 

 

 

 

 

 

Table 3.7 Summary of Task 1-Task Cycle Part 

Task 1 ï 

Department Stores 

Details 

Task - Information  

Duration 60 min 

Activity Type Group (Groups of 3-4) 

Location Various Areas 

Instruction for 

EFL Learners 

 

- You will create role-play conversations in the 

departments of the shopping center (Min. 3 min, Max. 

5 min conversation). 

- Groups will be assigned into shops randomly by 

clicking the object called as ñAssign a Shopò around 

the television.  

- Choose one of your group members and wait for the 

instructor's invitation to use the object. 

- You can decide which the role you will assign. 

- You should focus on signs at stores and use various 

store signs in the conversations. 
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Table 3.7 (continued) 

Task 1 ï 

Department 

Stores 

Details 

Role  

Store 

Manager 

- There are many challenges facing many shopping malls. 

There is a decline in-your store sale.  

- Think about ñWhat should you do to make your store 

more attractive as a store manager?ò 

- Add some materials to your store. You can get them 

from the Free Materials Store. Make effective changes in 

your store. 

Customer - Thinks about what he/she wants to buy.  

- Asks the details such as Size-in stock-delivery-gift wrap-

material-how long it is guaranteed -how to pay, cost and 

so forth. 

Shop 

Assistant      

- Helps the customer to decide and/or answer his/her 

questions.   

Reporter 

 

- After changes made by the store manager, there is an 

increase in the store sales, and it gets the attention of the 

media.   

- As a reporter, asks the details (cost, etc.) what the store 

manager changed at the store to make the store more 

attractive.  

 

Note. If the group consists of 3 participants, one of the group members takes both 

the roles of store manager and shop assistant. 
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Figure 3.10 Role Play Archetype in TeachinGrid 3D VLE 

 

In Figure 3.10, G3 members are roleplaying at TeachinGrid Caf® in Task 1. In Task 

2, they work in a group of 3-4 and create a weird phobia news. They act as one of 

the roles of reporter, person having the weird phobia, friend of the person with the 

weird phobia, and relative of the person with the weird phobia. If the group 

consists of 3 participants, one of the group members takes both the roles of store 

manager and shop assistant. The main objective of Task 2 was to develop EFL 

learnersô speaking skills via role-play conversations (Min. 3 min, Max. 5 min) on 

phobias. Table 3.9 shows that the summary of Task 2 (task cycle), roles, and details 

on them. 
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Table 3.8 Summary of Task 2-Task Cycle Part 

Task 2 ï Phobias Details 

Task - Information  

Duration 60 min 

Activity Type Group (Groups of 3-4) 

Location Various Areas 

Instruction for EFL 

Learners 

 

 

- You will create a weird phobia news (Min. 3 

min, Max. 5 min conversation).  

- You can decide which the role you will assign. 

Role  

Reporter Asks what the person having the weird phobia suffer 

from 

Person having the 

weird phobia 

Explains the difficulties he/she faced 

Friend of the person 

with the weird phobia    

Explains the difficulties he/she faced while he/she is 

with the person having the weird phobia 

Relative of the person 

with the weird phobia 
 
 

Explains the difficulties he/she faced while he/she is 

with the person having the weird phobia 

Exploration - Macrostructure  

Scavenger Hunt - Archetype 

In Task 2, EFL learners get into groups of 3-4. They search the environment and 

find 5 bottles which include notecards about the phobias in 5 minutes. óConsider 

the common phobias to find bottles.ô is given as the clue to help them. Groups 
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which find the bottles come back to the óSocial Areaô and talk about the phobias 

mentioned on the notecards briefly. By the scavenger hunt, EFL learners become 

familiar with basic facts, declarative knowledge, and the environment. A view from 

the implementation of the Scavenger Hunt archetype into TeachinGrid 3D VLE is 

given in Figure 3.11. 

 

Figure 3.11 Scavenger Hunt Archetype in TeachinGrid 3D VLE 

Guided Tour- Archetype 

In TeachinGrid, EFL learners and the instructor took a training tour and practiced 

the basic operations (such as moving, flying, changing avatars, and changing 

clothes.) for the Training Task lead by the researcher in Task 0. They could also 

follow the steps (numbers are written under the information boards) on the 

information boards. There was also a training-completion-confirmation button built 

by a SLOODLE Tracker at the entrance of each training area. EFL learners must 

click when they complete each training activity in the area. They visited each 

training areas and clicked on SLOODLE trackers after they read and fulfill the 

instruction on the information boards at the training area. SLOODLE trackers were 

used to keep track of their progress about the completion of training. The instructor 
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can also check if they complete the training at the end. The researcher also 

introduced the basic areas that they would use in the speaking task sessions. By 

guided tour, EFL learners and the instructor became familiar with the environment 

and learnt basic avatar operations. A view from the implementation of the Guided 

Tour archetype into TeachinGrid 3D VLE is given in Figure 3.12. 

 

Figure 3.12 Guided Tour Archetype in TeachinGrid 3D VLE 

Experience - Macrostructure  

Operational Application - Archetype 

Operational application was not enabled for the TeachinGrid due to the nature of 

task topics which were selected after the discussion and reaching the consensus on 

them with 3 experts from ELT Program. The researcher also consulted to the expert 

in IT about the possibility of using this archetype in the environment. The expert 

shared the same opinion with the researcher as ónot applicable to the selected task 

topicsô.  
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Conceptual Orienteering - Archetype 

In Task 2, animations related to phobias were provided for the instructor. When 

they were stuck in elevator and the instructor showed a claustrophobic reaction to 

the situation. The instructorôs avatar was animated to look like worried and afraid. 

While searching around the environment in scavenger hunt, the bottles were 

located near the objects (e.g., elevator, dogs) related to the phobia. To create the 

ambiance, related sounds (e.g., dog barking) about the phobia was added. The 

instructor could have cynophobia experiences. The instructorôs avatar could be 

animated to look like feeling faint (see Figure 3.14). The goal was to give the EFL 

learners about what the situation would be. They recognized the effects of the 

incident or the phobias. In addition, TeachinGrid also supported the conceptual 

orientation archetype by providing the shops having full of products (features) for 

Task 1, Task 2, and Task 3. EFL learners could go around and visually see 

attributes and help them for the conversations during the process of their roleplays 

and presentations. A view from the implementation of the Conceptual Orienteering 

archetype into TeachinGrid 3D VLE is given in Figure 3.13. 

 

Figure 3.13 Conceptual Orienteering Archetype in TeachinGrid 3D VLE 
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Critical Incident - Archetype 

In Task 2, EFL learners encountered an unexpected situation in an elevator at the 

shopping center. They were stuck in an elevator and the instructor showed a 

claustrophobic reaction to the situation. The instructorôs avatar was animated to 

look like worried and afraid. EFL learners were placed into the situation like real 

event in which their prior knowledge or experience must be activated to solve the 

problem. A view from the implementation of the Critical Incident archetype into 

TeachinGrid 3D VLE is given in Figure 3.14. 

 

Figure 3.14 Critical Incident Archetype in TeachinGrid 3D VLE 

Connectedness - Macrostructure  

Co-creation - Archetype 

In Task 1, EFL learners could work together to create a 3D material (e.g., poster) to 

be used in their shops. The 3D material would be used to make the shops attractive. 

A view from the implementation of the Co-creation archetype into TeachinGrid 3D 

VLE is given in Figure 3.15. 
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Figure 3.15 Co-creation Archetype in TeachinGrid 3D VLE 

Small Group Work - Archetype 

In all tasks, EFL learners worked in groups, exchange ideas by using only voice 

chat to create conversations for their roleplays, presentations, and other activities. 

In addition, Discussion Area provided private space for EFL learners to discuss and 

share opinions. A view from the implementation of the Small Group Work 

archetype into TeachinGrid 3D VLE is given in Figure 3.16. 
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Figure 3.16 Small Group Archetype in TeachinGrid 3D VLE 

Group Forums - Archetype 

At pre-task part of all tasks, EFL learners gathered at Social Area in Task 1 and 

Task 2 whereas at Presentation Area in Task 3 and Task 4 to attend the 

conversations as much as possible and shared their opinions on the tasksô topics in 

TeachinGrid.  

At task cycle part of all tasks, they gathered at shops (i.e., each groupôs assigned 

shops) in Task 1, whereas at Social Area in Task 2 and at Presentation Area in Task 

3 and Task 4. They watched the task performances, shared their opinions and made 

comments on the performance. Moreover, Conference Room was designed to 

support Group Forums archetype. A view from the implementation of the Group 

Forums archetype into TeachinGrid 3D VLE is given in Figure 3.17. 
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Figure 3.17 Group Forums Archetype in TeachinGrid 3D VLE 

Social Networking - Archetype 

A Concert Area and relaxing areas (picnic areas) were located various areas of 

TeachinGrid. Students could gather around them to communicate and exchange 

ideas with each other and get socialize. They could access appropriate Web-based 

mediation tools (such as wikis and Social Networking websites.) by using Web tool 

in TeachinGrid to interact with others. A view from the implementation of the 

Social Networking archetype into TeachinGrid 3D VLE is given in Figure 3.18. 
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Figure 3.18 Social Networking Archetype in TeachinGrid 3D VLE 

3.3.3.1.2 Evaluation of TeachinGrid 

TeachinGrid environment was evaluated by an expert (academician) who had 

previous experience, knowledge, and resources about VWs in terms of design 

principles applied on TeachinGrid and usability. ñVirtual World Design Principles 

- Expert Evaluation Formò was developed based on the archetypes from the study 

of Kapp & OôDriscoll (2010). It was used as a tool for the validation of the 

application of the 3DLE design principles on TeachinGrid (see Appendix E). 

During the design and development process of TeachinGrid, the researcher 

consulted the expert on regular bases and discussed on the application of design 

principles into TeachinGrid. In addition, TeachinGrid was tested by pilot tests to 

identify if any technical and usability problems had existed. Information about the 

pilot tests were presented in Section 3.4. 



 

 

86 

3.3.3.2 SLOODLE  

To support learning and teaching on TeachinGrid, SLOODLE (Version 2.1), a free 

and open source project integrating the OpenSimulator with the Moodle LMS, was 

utilized. With SLOODLE, EFL learners can take quizzes and surveys, submit 

assignments, record chat conversations, and keep track of their progress via a point 

system all viewable from within the 3D VLE. In TeachinGrid, the following 

SLOODLE tools were used: óPresenterô, óRegistration Enrollment Boothô, óQuiz 

Chairô, óScoreboardô, óTrackerô, and óChoice Toolô (see Figure 3.19). 

 

Figure 3.19 SLOODLE Choice Tool 

3.3.3.3 Moodle 

Moodle LMS (Version 2.5) was installed to a virtual server rented by the 

researcher and configured to utilize SLOODLE. Moodle was used as a 

supplementary part of the online learning environment for such purposes; 

announcements of the new tasks, retrieval, and submission of documents (help 

documents, presentation) (see Figure 3.20). 
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Figure 3.20 Moodle Course Module Page Screen 
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3.3.3.4 Zoom - Additional Tool for Voice-based Communication 

Although OpenSimulator has features of either public or private voice-based 

communication, Zoom (zoom.us) was used since it allows breakout rooms for in-

group discussions. The participants connected to TeachinGrid and login to Zoom 

for each task session. Conversations among participants and/or the instructor in 

task sessions were recorded by Zoom. This enabled record all participant avatar 

activity and conversations within the 3D VLE without losing any data.  

3.4 Pilot Study 

A pilot case study allows optimizing the data collection strategies on the content of 

the data and the procedures to be implemented (Yin, 2018). In the participant 

selection process of the pilot study, the researcher announced the academicians at 

the Faculty of Education by sending an email about the research details and asked 

for the available EFL learners to attend to the pilot study. The key criterion for 

choosing these students were óconvenienceô, óaccessô and ógeographical proximityô 

(Yin, 2018). In this research, three short pilot studies were conducted, with 

available EFL learners studying at different departments at in the Faculty of 

Education, to decide on the outline of the tasks, appropriateness of the planned 

activities and group size, and to identify the required time for each task in 

TeachinGrid (see Table 3.9). With prior identification of strengths and weakness of 

TeachinGrid, researcher was able to take precautions and prevent some of the 

major problems in the main study. All  three pilot studies were conducted during the 

Spring Semester of 2017-2018 Academic Year, two semesters before the main 

study (Spring Semester of 2018-2019 Academic Year).  

Table 3.9 Pilot Tests 

Pilot 

Name 

Aim and Details Participants Application Date 

and duration 
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Pilot 

Name 

Aim and Details Participants Application Date 

and duration 

Pilot 

1
a
 

- Managed by the 

researcher 

- The environment was 

tested whether there 

were any problems. 

- Registration and 

training processes were 

tested. 

- Task recording 

procedure was followed.  

15 EFL learners 

 

May 24
th
, 2018 ï 

100 minutes 

 

Pilot 

2
b
 

- Managed by the EFL Instructor 

and supported by the 

researcher 

- The EFL instructor was 

trained. 

- The tasks were followed. 

7 EFL 

learners & 

the EFL 

Instructor of 

the pilot test 

June 13
th
, 2018 ï 

100 minutes 

Pilot 

3
a
  

- Managed by the researcher 

- The environment was tested 

whether there were any 

problems. 

- Improvements were asked to 

the EFL learner (Navigation-

signs) 

One EFL 

learner 

August 10
th
, 2018 - 

90 minutes 

 

For the pilot test sessions which took place in the Computer Laboratory of the 

Faculty of Education at the university, in a face to face context, the researcher as 

the support staff (as a technician) and the EFL instructor of the pilot test connected 
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to the Skype and participated in the session via video-conferencing. The length of 

each pilot test sessions was around 100 minutes.  

EFL learners were aware that they were participating in a pilot study by 

participating the activities in the 3D VLE. They were informed about the purpose 

of the research and encouraged to provide their suggestions for improvements of 

the study. Moreover, they were trained about how to use Firestorm Viewer, how to 

control and change the appearance of their avatars, and how to interact with tools 

and objects in the 3D VLE connecting by Firestorm Viewer. In addition, they were 

trained how to connect Zoom and communicate with their voices in 3D VLE. 

3.4.1 Findings of Pilot Study and Updates  

The researcher observed the sessions and received feedback from the participants 

and took notes in-detail during the pilot study processes. Issues emerged during the 

Pilot studies were listed below: 

¶ During the registration process of the participants to TeachinGrid, receiving 

the registration confirmation email took for between 5 and 10 minutes when 

they used universityôs webmail service. 

¶ Some of the participants had difficulties and lack of knowledge, 

complained, or did not obey the rules in 3D VLE as below:  

o Difficulties in downloading the Firestorm Viewerôs accurate 

version, due to the lack of knowledge about their computer 

operating system (32 bit or 64 bit). 

o Difficulties in using Camtasia as the screen recording software. 

o Not obeying the rule of using only voice chat.  

o Complaining about difficulty of controlling avatars and cameras, 

and the system speed. 

o Difficulties in understanding the commands, the steps, and what 

they should do.  
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o Not being able to hear each other (mixed voices) in-group 

discussion properly provided by Skype.  

o Lack of knowledge about where to wait and where to go in the task 

sessions. 

o Complaint about difficulty of catching the researcher/instructorôs 

avatar due to his/her moving around fast (losing their ways) 

o Wearing more than 2-3 clothes together. 

Based on the findings of pilot study, some decisions were made to address emerged 

issues. Improvements were made in the main study.  

Decisions about group process and structure: 

¶ In the pilot study, the length of the training session was 50 minutes. Based 

on the activities and participantsô feedbacks the length of training sessions 

was increased to 100 minutes (2 sessions) in the main study.  

¶ A group of three to four participants were considered as the appropriate size 

for the groups. 

Decisions about technical issues and design of the environment: 

¶ A guideline was prepared to help students, covering the information about 

how to register and connect to TeachinGrid, configure the grid information 

settings, register Moodle, and download Camtasia screen capture recorder, 

(Appendix C ï óFirst Steps on TeachinGridô).  

¶ During the pilot study, participants had some technical problems about 

installation and configuration of the Firestorm viewer (software used to 

connect virtual environment). They considered it as a complicated process. 

Screen recording videos about how to register to TeachinGrid, how to 

configure the Firestorm Viewer (adding the grid address of TeachinGrid) 

send a message to the manager (i.e., researcher) were prepared in order to 

help for the process. 

¶ Although the activity plans for co-creation and critical incident archetypes 

had been designed, they were not included in the main study. The 
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organization and implementation of these archetypes were not possible to 

be completed within the time allocated to the course. Instead of the activity 

for co-creation (i.e., creating a 3D material to make their shop attractive) in 

Task 1, one of the group members choose the poster from Free Materials 

Area and the researcher would help them to bring posters to their shops. 

Then, the group members would work together to decide on where to put 

the posters at their shop. Instead of the activity for critical incident 

archetype in Task 2, scavenger hunt was included to motivate the EFL 

learners and make them familiarize with the environment. 

¶ Computer laboratory has the deep freezer program. Participants had 

difficulties when the computer was shut down, they lost the software 

(Firestorm Viewer) and the configuration of TeachinGrid island on the 

viewer. Therefore, the researcher asked to the specialist who was 

responsible from the computer labs to get the permission to install required 

software to the computers that the participants can use. The researcher 

downloaded the Firestorm Viewer and configured the grid address of 

TeachinGrid to eliminate some technical/ procedural issues. The researcher 

made it ready to be used by the participants. 

¶ For the main study, the researcher decided to use another communication 

software called Zoom instead of Skype. Zoom provided breakout rooms 

(private rooms) where the group members could share their ideas and 

discuss with each other to reach the consensus for the task to be performed 

without any distraction of the other groups in a period of time (15 min), for 

in-group discussions.  

¶ Presentation Area and Social Area were redesigned based on participantsô 

feedback. Information boards and maps were added to various areas in 

TeachinGrid. 

¶ The researcher provided the EFL learners one of the computer lab access in 

their free times to let them practice in TeachinGrid. The Computer Lab 

Schedule was given in Figure 3.21 below.   
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Figure 3.21 Computer Lab Schedule 

The pilot case study was regarded as a critical phase of testing in this research 

study. It allowed to  

(i) evaluate the 3D VLE,  

(ii)  decide on the content; outline of the tasks, appropriateness of the planned 

activities and group size, and the required time for each task in 3D VLE, 

(iii)  optimize data collection tools to be implemented, 

(iv)  train the EFL instructor about 3D VLE, procedure of task sessions. 

It is noteworthy that the data from the pilot cases study was not reused in the 

formal case study (Yin, 2018). The main study was also conducted with completely 

different participants. The pilot cases were taken into consideration in the decision 

process of participant selection for the main study.  

Unfortunately, at the beginning of the Fall semester of 2018-2019 Academic Year, 

the EFL Instructor of the pilot tests changed her workplace and was not available 

for the main study. The new EFL instructor agreed to contribute to the research. 

She was trained as well by the researcher by two Task 0-Training sessions before 

the start of the main study.  
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3.5 Main Study  

In this section, participants of the study, participant selection procedure, 

information about the English Preparatory Program, group formation, and the 

instructor were presented. 

3.5.1 Participants of the Study and Participant Selection Procedure 

In qualitative case studies, two levels of sampling are usually needed (Merriam & 

Tisdell, 2015, p.99). First, a case is selected, and then the participants within the 

case. The selection of the case has been explained in the previous sections. For 

participant selection, most qualitative studies focused on nonprobability sampling 

method (Merriam & Tisdell, 2015, p.96). Similarly, in this study, participants were 

selected by using one of the nonprobability sampling method; purposeful (or also 

called as purposive) sampling.  Merriam and Tisdell (2015) stated that ñPurposeful 

sampling is based on the assumption that the investigator wants to discover, 

understand, and gain insight and therefore must select a sample from which the 

most can be learned.ò (p.96). 

The first step of purposeful sampling is the determining the participantsô selection 

criteria (Merriam & Tisdell, 2015). After the pilot tests, the researcher consulted 

with a language instructor and group of experts from ELT Program for the 

suggestion on the participant selection. During this process, the researcher showed 

the screen recordings to the experts and the language instructor shared opinions on 

the teaching process with EFL learners. As a result of the discussions with the 

experts,  EFL learners from ELT Program were considered as the most appropriate 

participants for the research study since they had a prior history of language 

education in high school extensively and could not be claimed to suffer from 

óbarriers to English languageô.  
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After reaching consensus, the researcher determined the selection criteria in 

choosing the participants. The following three criteria (criterion-based selection) 

were employed and explained below: 

(i) who were enrolled in a first-year course, titled as ñComputer IIò course, in 

the Spring semester of 2018-2019 Academic Year, (There were 21 

registered students with this criteria) 

(ii)  who were studying at the Faculty of Education, Department of Foreign 

Languages, English Language Teaching Program,  

(iii)  who volunteered to participate to the study. 

 

Computer II course was selected due to its suitable content and the delivery 

method. Participants selection was purposeful since the features of those 

participants mirror the potential target population for which an effective language 

module within 3D VLE is needed to design and developed at the Faculty of 

Education of the foundation university.  

In this study, the participants were 21 higher education undergraduate students 

(EFL learners - pre-service English teachers) at the Faculty of Education in one of 

the foundation universities of Ankara, Turkey. All EFL learners studying ELT 

Program and registered to Computer II course accepted to attend to the main study. 

There was no other section of Computer II for ELT Program in the Spring semester 

of 2018-2019 Academic Year. Detailed information about the participants was 

given in Table 3.10 below:  

Table 3.10 Demographics of the Participants 

Variable f % 

Gender   

Female 15 71.4 

Male 6 28.6 

Grade Level   

Freshman 12 57.1 
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Variable f % 

Sophomore 4 19 

Junior 5 23.8 

 

 

Table 3.10 (continued) 

Variable f % 

Age   

19 3 14.3 

20 6 28.6 

21 6 28.6 

22 4 19.0 

23 1 4.8 

24 1 4.8 

Computer/Video Games Experience   

No experience 8 38.1 

Experience 13 61.9 

Computer Literacy Course Experience   

Passed 8 38.1 

Conditionally passed 5 23.8 

Failed  4 19 

Not Taken  4 19 

Computer I   

Passed 17 81 

Conditionally passed 2 9.5 

Not Taken 2 9.5 

Computer II   

Conditionally passed 4 19 

Failed  7 33.4 

Not Taken 10 47.6 

Virtual World Experience   

No experience 17 80.9 

Experience 4 19.1 

Previous Online Course Experience   

No experience 4 80.9 
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Experience 17 19.1 

 

There were 21 participants in the study; 15 of them were female (71.42%) and 6 of 

them were male (28.58%), consistent with dominance of female population at the 

Faculty of Education. Although the Computer II course was for freshmen, there 

were freshmen (57.1%, n=12), sophomores (19%, n=4), and juniors (23.8%, n=5) 

enrolled in the course. Participants represented a narrow age range of 6 years (19 to 

24 years) and the mean age of participants is 20.86. They also represented a 

heterogeneous frequency of computer/video games playing experience and most of 

them was experienced in playing computer/video games (61.9%, n=13).  

Participants took at least one Computer Literacy course among the courses titled as 

Computer Literacy, Computer I, and Computer II  at the foundation university. 

Most of the participants (n=17) had online course experience while few of them 

(n=4) had no online course experience or VWsô experience.  

3.5.1.1 English Preparatory Program and English Language Proficiency 

levels of Participants  

The participants of this study were the EFL learners studying at the ELT Program, 

Department of Foreign Languages, Faculty of Education. They were assumed as 

Independent Users(B1-B2) at English Proficiency Level of Common European 

Framework of Reference (CEFR) since they had previously completed the English 

Preparatory (EP) Program.  

EP Program was a must for the students who enroll in all  partial English as medium 

of instruction undergraduate programs. On the other hand, the EP Program was 

optional for the students who enroll in all Turkish as medium of instruction 

undergraduate programs and other programs in vocational schools at the foundation 

university. Participants were studying at ELT Program. The medium of instruction 
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at the program was English for the courses related to the field, the other courses in 

Turkish. 

Foreign Language Proficiency Exam held at the beginning of the program. Based 

on its results about EFL learnersô English knowledge, students are placed at 

different levels: ñBeginner-Basicò (Program 1- For A1-A2) and ñPre-Intermediate 

ï Intermediateò (Program 2 - For B1-B2) levels, respectively. Each program covers 

16 weeks, 24 hours per week ï period of instruction in all four language skills 

appropriate to their level. The students may complete the EP Program in one or two 

semesters depending on their program and success. They are required to complete 

it within two years.  

To pass the EP Program, students enrolled in all English as medium of instruction 

undergraduate programs needed 70 points out of 100 full points. Of these students, 

with a total of less than 50 points from Listening-Comprehension, Language Use, 

Reading-Comprehension and Writing parts of the exam, are considered directly 

unsuccessful and are not admitted to the Speaking Part. They completed the 

English Preparatory Program at B1 + level based on the Pearson GSE scale. 

The Global Scale of English (GSE) is a standardized, granular English proficiency 

scale from 10ï90 and psychometrically aligned to the CEFR (Pearson, 2019) (see 

Figure 3.22). 

 

Figure 3.22 Alignment of the Global Scale of English to the CEFR 

The Global Scale presented in the CEFR states that the independent user (B2): 

¶ ñCan understand the main ideas of complex text on both concrete and 

abstract topics, including technical discussions in his/her field of 

specialisation.ò  

¶ ñCan interact with a degree of fluency and spontaneity that makes regular 

interaction with native speakers quite possible without strain for either 

party.ò  
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¶ ñCan produce clear, detailed text on a wide range of subjects and explain a 

viewpoint on a topical issue giving the advantages and disadvantages of 

various options.ò (CEFR, 2020). 

3.5.1.2 Group Formation  

For group activities in TeachinGrid, 21 participants enrolled in the course were 

divided into six groups randomly by the researcher. Randomization was performed 

using the web site Random.org (http://www.random.org). During the participant 

selection process to the groups, gender balance was taken into consideration. Since 

there were six male participants enrolled in the course, they were assigned to 

different groups. Each group consisted of 3 or 4 EFL learners (see Table 3.11) 

Table 3.11 Group Formation and Members 

Group Name n Group Members- Nicknames 

Group 1 (G1) 4 Isabella ï Jessica ï Olivia ï William 

Group 2 (G2) 3 Jack ï Lily ï Margaret 

Group 3 (G3) 4 Megan ï Oliver ï Samantha ï Tracy 

Group 4 (G4) 4 David ï Evelyn ï Grace ï Lauren 

Group 5 (G5) 3 Michelle ï Mila ï Thomas 

Group 6 (G6) 3 Anna ï Bella ï Lucas 

3.5.1.3 Participants and Participant Selection Criteria  at a glance 

Each participantsô demographic information, previous experience, and self-

assessments of English language and computer skills are presented in Table 3.12, 

and the participantsô selection criteria (selection of participants, course and 

program) are given in Table 3.13 at a glance.  
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3.5.2 Instructor Information of the Main Study  

Task sessions were given by female research assistant (age 23) working at the 

foundation university, Faculty of Education, Department of Foreign Languages, 

Program in ELT. She took satisfactory scores from various national and 

international English Proficiency When the main research started, she was at the 

very beginning of her career (1 month) at the university. She had previous online 

course experiences (Teaching English to Young Learners - American English 

MOOC (George Mason University, USA), Using Educational Technology in the 

English Language Classroom, American English MOOC (Iowa State University, 

USA) before. She rated that she had advanced computer technology skills and she 

was technologically savvy. However, she was not familiar with VWs and did not 

navigated an avatar through a VW. At the beginning of the research, after the 

training task sessions, she informally reported to the researcher that a VW could be 

useful in improving English speaking skills of EFL learners. 

3.6 Sources of Data and Instruments 

In case study, a broad variety of evidence including direct observation results, 

interviews with participants, documentary records (e.g., documents detailing 

actions, legislative documents, media reports), artifacts, and secondary analysis of 

othersô research (Yin, 2009) needs to be collected to explain a phenomenon 

holistically and in depth, or to answer the questions why and how something 

happened. Due to this requirement and the purpose of the study, in this study a 

variety of data were collected using several instruments. The main data sources for 

data collection were surveys, semi structured interviews, and audiovisual materials 

(screen capture recordings of all in-class and out-of-class task sessions of students 

on TeachinGrid 3D VLE). These recordings were analyzed by modified 

MUVEEET - Form and Emerged Tensions in 3D VLE - Form. Moreover, data 
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from Reflection Forms were used to support the data collected with the CoI survey 

and interviews.  

All collected data were recorded and organized systematically as a ócase study 

databaseô (Yin, 2018) to make them available to be reviewed by the coders or other 

researchers, in other words, to increase the reliability of the case study. All 

instruments were examined by subject matter experts and researchers in the field of 

ELT and Instructional Technology to ensure the content validity.  

Table 3.14 shows the rationale and definition of the data sources. In addition, the 

instruments for data collection were presented separately according to each 

research question and summarized in Table 3.15 and Table 3.16. 

 

Table 3.14 The Rationale and Description of the Data Sources  

Data Sources Rationale and Description 

Demographic Information 

Surveys 

- For the EFL Learners 

- For the Instructor  

- To investigate previous online course and 

virtual world experience, English proficiency 

and computer literacy background and 

demographics of the EFL learners and 

Instructor 

Community of Inquiry 

(CoI) Survey 

- To determine cognitive presence levels of EFL 

learners engaging in reasoning gap task 

activities in the synchronous online English-

speaking module built in a 3D VLE. 

- Turkish version (¥zt¿rk, 2012) of the original 

survey (Arbaugh et al., 2008) was used.  

- Quantitative data were gathered. 

Inquiry Form - To unveil cognitive presence levels of EFL 

learners engaging in reasoning gap task 

activities in the synchronous online English-
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Data Sources Rationale and Description 

speaking module built in a 3D VLE. 

- Qualitative data were gathered. 

 

Table 3.14 (continued) 

Data Sources Rationale and Description 

Reflection Forms 

- For the EFL 

Learners 

- For the Instructor 

- To support the data collected with the CoI 

survey, Inquiry form, and interviews. 

- Including questions about what they like 

in the environment that positively affect 

their learning, the challenges that they 

face in the environment, self, and group 

evaluation of task performance. 

General Evaluation 

Forms 

- For the EFL 

Learners 

- For the Instructor 

- To support the results of CoI survey, 

inquiry form, and interviews  

- Including questions on overall evaluation 

of the experience in 3D VLE 

Interviews  - To explore other potential factors that 

influence EFL learnersô cognitive 

presence levels, and to have a more 

detailed understanding. 

- Semi-structured interviews with the 

participants (EFL learners) 

Observations and Audiovisual - To support the data collected with the CoI 
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Materials (Screen capture 

recordings of the task sessions) 

 

survey, inquiry form and interviews. 

- Direct observations were made 

accompanying the groups in the 3D VLE. 

 

Table 3.14 (continued) 

Data Sources Rationale and Description 

Documents 

 

- To triangulate the data collected with the 

CoI survey, inquiry form, and interviews. 

- Including researcherôs notes, academic 

transcript records of the participants, and 

other documents. 
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3.6.1 Surveys and Forms  

In this section, information about the surveys and forms, as one of the data 

collection instruments were presented. They included Demographic Information 

Surveys (for the EFL learners and for the instructor), Community of Inquiry (CoI) 

Survey, Inquiry Form, Reflection Forms (for the EFL learners and for the 

instructor), and General Evaluation Forms (for the EFL learners and for the 

instructor), 

The surveys and forms were reviewed in terms of content validity, 

understandability, and suitability for the participants and for the research by three 

full -time academicians in the field of Instructional Technology; one of them was an 

expert in Qualitative research method (in terms of data collection), the other was in 

research design (instrument development), and the last one was in 3D VLE (in 

terms of design and development of 3D VLE). The folder including all instruments 

was prepared for them and meetings were arranged. At the end of each meeting, the 

experts provided oral and written feedback. While there were no major changes in 

the content, minor corrections were made in the language protocols and their 

application to online format.  

All surveys and forms were prepared by using Google Forms and shared with the 

participants in Moodle. The data were collected by using the following surveys and 

forms and explained below: 

3.6.1.1 Demographic Information Surveys 

There were two Demographic Information Surveys: for the EFL learners and for 

the Instructor. The rationale of the surveys was to investigate previous online 

course and virtual world experience, English proficiency and computer literacy 

background and demographics of the EFL learners and Instructor.  



 

 

110 

Demographic Information Survey for the EFL learners consisted of 32 items 

categorized into three sections (See Appendix G). In the first section, there were 

questions related to the pseudonym, previous online course experience, and the 

names of these courses, duration of English language education experience, 

duration of English Preparatory School experience. In the second section, items 

related to the self ï assessment of English Proficiency based on CEFR (Global 

Scale, Listening, Reading, Writing, Speaking Interaction, Speaking Production) 

were included. In the third section, the questions related to EFL learnersô computer 

literacy and virtual world experience were included. In the survey, the Turkish 

translation of the óself-assessment gridô which ñillustrates the levels of proficiency 

described in the Common European Framework of Reference for Languages 

(CEFR)ò was used (Council of Europe, 2020). In addition, demographic 

information of the instructor was also collected by the Demographic Information 

Survey for the Instructor (See Appendix H). 

Both demographic information surveys were developed by the researcher. They 

were reviewed in terms of content validity, understandability, and suitability for the 

participants and for the research by three full-time academicians mentioned in the 

previous section. They were administered after the acceptance of the participantsô 

joining on the research via accepting Code of Conduct.  

3.6.1.2 Community of Inquiry Survey  

Overall CoI, TP, SP and CP level of the EFL learners in the synchronous online 

English-speaking module in 3D VLE context were discovered via the Turkish 

translation of CoI Survey. The original CoI survey was established by Arbaugh et 

al. (2008) to assess studentsô perception of the CoI with 287 graduate students. The 

original CoI survey was developed on three factors namely TP reflecting with 13 

items, SP with 12 items and CP with 9 items; 34 items in total in in the form of 5-

point Likert type scale indicating ï 1= strongly disagree; 2= disagree; 3= neutral; 

4= agree; and 5= strongly agree). 
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In the original English version of the survey, the reliability of the instrument was 

analyzed with Cronbachôs Alpha values which yielded internal consistencies equal 

to .94 for TP, .91 for SP, and .95 for CP (Arbaugh et al., 2008). The reliability of 

Turkish version of the instrument was analyzed with Cronbachôs Alpha values 

which yielded internal consistencies equal to 0.92 for TP, 0.88 for SP, 0.75 for CP 

and .97 for the whole instrument (¥zt¿rk, 2012). The author found it reliable and 

valid in the study.  

Although the participants were studying at ELT Program, Turkish version of CoI 

instrument were used without any modifications of their items in this study, to 

avoid confusion in the meaning of the items during their translation of the items in 

the original CoI Survey. In this study, the reliability of Turkish version of the 

instrument was also analyzed with Cronbachôs Alpha values which yielded internal 

consistencies equal to 0.86 for TP, 0.88 for SP, 0.93 for CP.  

The Turkish version of the CoI Survey was given in Appendix I. It was 

administered at the end of the speaking module and its completion time was around 

15-20 minutes. Although, the researcherôs interest on CP, the results of other 

presences (TP and SP) will be presented to show the EFL learnersô overall levels of 

CoI in the next chapter. 

3.6.1.3 Inquiry Form  

The ñInquiry Formò was developed based on CP items presented in CoI Survey by 

the researcher and was used to unveil EFL learnersô CP levels in the online course 

context. The main purpose was to understand, analyze the nature of the 

development of CP and discover the problems that they faced in each phases of CP. 

The form was in Turkish and included open-ended questions.  

At the end of each task, the EFL learners were asked to respond the questions 

categorized into phases (Triggering Event ï Exploration ï Integration ï 

Resolution) of CP. The Inquiry Form is presented in Appendix J. 
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The form consisted of 39 items categorized into four main sections; the first section 

included questions on the attendance, the second was on the phases of CP, the third 

one was related to the reflection and the last one was related to the out-of-class-task 

sessions. 

The Inquiry Form was reviewed in terms of content validity, understandability, and 

suitability for the participants and for the research by three full-time academicians 

mentioned in the previous section (see Section 3.6.1). It was administered at the 

end of each task.  

3.6.1.4 Reflection Forms  

There were two Reflection Forms: for the EFL learners and for the Instructor. Both 

the ñReflection Form for the EFL Learnersò and ñReflection Form for the 

Instructorò were developed by the researcher. The data derived from these forms 

were used to verify/support the results of CoI Survey. These forms were in Turkish 

and included open-ended questions.   

The ñReflection Form for the EFL Learnersò consisted of 17 items and included 

such questions as follows: what they liked in the environment that positively 

affected their learning, the challenges that they faced in the environment, and self 

and group evaluation of task performance. On the other hand, the ñReflection Form 

for the Instructorò  included the questions regarding the opinions of the instructor 

about what they liked in the environment that positively affected their studentsô 

learning, the challenges that the instructor, and the EFL learners faced in the 

environment, self and group evaluation of task performance.  

At the end of each task, the EFL learners and the instructor were asked to respond 

the questions presented in the forms. The Reflection Forms are presented in 

Appendix K (for the EFL learners) and Appendix L (for the Instructor).  

Both Reflection Forms were reviewed in terms of content validity, 

understandability, and suitability for the participants and for the research by three 
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full -time academicians mentioned in the previous section (see Section 3.6.1). It was 

administered at the end of each task.  

3.6.1.5 General Evaluation Form  

There were two General Evaluation Forms: for the EFL learners and for the 

Instructor. General Evaluation Forms were developed by the researcher to get 

overall evaluation of EFL learnersô and the instructorôs experiences in 3D VLE 

(See Appendix M for the EFL learners and Appendix N for the instructor). The 

data derived from these forms were used to verify/support the results of 

Community of Inquiry Survey. The questions on pseudonym, general evaluation 

(the instructor, the group members, the environment), and speaking skills (factors 

influencing speaking English in 3D VLE, effect of 3DVLE on speaking English) 

were included in the form.  

Both forms were reviewed in terms of content validity, understandability, and 

suitability for the participants and for the research by three full-time academicians 

mentioned in the previous section (see Section 3.6.1). It was administered at the 

end of the speaking module. 

3.6.2 Interview Protocol 

The interview protocols direct the activities of an interview (Creswell, 2018). An 

óInterview Protocolô was developed by the researcher and prepared to explore other 

potential factors that influence EFL learnersô CP levels, and to have a more 

detailed understanding. The óInterview Protocolò was semi-structured and open-

ended. It was in Turkish language. EFL learners were asked to share their opinion 

on the factors that affect their CP, the development of their speaking skills in the 

3D VLE, and the problems they encountered in the 3D VLE. 
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To ensure its content validity, understandability, and suitability, three full-time 

academicians in the field of Instructional Technology (expert in IT and experienced 

in qualitative research) examined each question. They checked the questions in 

terms of clearness, simplicity, meaning and understandability. After reaching 

consensus, pilot tests were performed face to face with two EFL students who were 

not involved in the research at the Faculty of Education. Since general and 

superficial answers were given to the interview questions in the pilot tests, the 

researcher expanded the questions with subcategories and discussed again with the 

experts in detail. After revision of interview protocol, there are four sections 

including 46 open-ended questions in the final version. The óInterview Protocolô is 

presented in Appendix O. 

Interviews were conducted face to face and lasted 45-60 min each. All 21 EFL 

learners attended to the interviews. The interviews were recorded via audio 

recorder after taking permissions from the interviewees. 

3.6.2.1 Interview Questions 

The EFL learners were asked a total of 46 main questions. In the interview 

protocol, the introduction part included three main questions including the tasks 

they had attended: Whether or not they had completed the tasks, what is the reason 

if they could not complete the tasks,  and about their general opinion on speaking 

tasks With the help of these questions, the EFL learners' general opinion on 

speaking tasks was gathered. 

After introduction and general tendency on speaking tasks part of interview 

protocol, the next question was about sharing the first experience on 3D VLE; 

things they did, factors that attracted their attention, and increased their curiosity. 

After that, the rest of the questions were grouped under five sections: cognitive 

presence sub-categories, reflection, out-of-class tasks, speaking tasks, and 

contribution on speaking skills. CP phases section was organized under four sub-
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categories: Triggering Event, Exploration, Integration and Resolution. Since all the 

participants attended in in-class-task session of Task 1, questions in this section 

were asked related to the Task 1 to understand the nature of each participant in a 

task session by their own words in detail. 

At the end of the interviews, all participants were given a chance to provide further 

information related to research questions, to comment and ask questions freely. 

Information about the request for transcribed data was given to participants by the 

researcher.  

3.6.3 Direct observations, Screen Recordings and Researcherôs Notes 

In-class and out-of-class task sessions in TeachinGrid were recorded by the screen 

capture software called Camtasia Studio by the researcher for observing examples 

of cognitive presence phases and tensions. In-class task sessionsô recordings 

included two training and four task sessions recordings for the whole-class. Out-of-

class task sessionsô recordings included four task sessions for each group 

separately. 

The motions of avatars were captured and recorded by Camtasia Studio from not 

only from researcherôs avatarôs point of view but also from at least one of group 

memberôs point of view from each group. Further, conversations among 

participants and/or the instructor were recorded by online teleconferencing 

software called Zoom. Recording all participant avatar activity and conversations 

within the 3D VLE as much as possible, without any lost was aimed by this way. 

Moreover, in order to understand participantsô experiences in TeachinGrid in real 

time, in-world participant observation was utilized. Researcher conducted 

observations as a participant to gather fieldnotes. Participant observation was 

defined by Schensul, Schensul, and LeCompte (1999) as ña process of learning 

through exposure to or involvement in the day-to-day or routine activities of 

participant in the research settingò (p. 91). For this study, observation was focused 
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on the teaching and learning activities between instructor and participants in task 

sessions. In addition, some screenshots were specifically taken in order to describe 

important activities and interactions on TeachinGrid by using the Firestorm 

Viewerôs screenshot feature. Required permissions were obtained to take 

screenshots and screen recordings by Code of Conduct Form before.  

3.6.3.1 Modified Multi -User Virtual Environment Education Evaluation 

Tool (MUVEEET ) - Form  

Screen capture recordings of the task sessions were analyzed by using modified 

MUVEEET (ñMulti -User Virtual Environment Education Evaluation Toolò) ï 

Form and Emerged Tensions in 3D VLE ï Form. The original MUVEEET was 

developed by McKerlich and Anderson (2007) to measure the existence of CoI 

components; TP, SP and CP within in a MUVE to collect observations. McKerlich 

and Anderson (2007) pointed out ñCognitive presence is critical in any learning 

eventò(p.48) and added categories of óIntegrated Education Toolsô, óUse of 

Enhanced Multimediaô and óMediated Assessmentô within the context of MUVE 

criteria for a CoI in the tool. In this study, the form was modified for the data 

analysis of the screen capture recordings: óTime Interval (start-stop time)ô and 

óCodeô columns were added to the original form and óCoding Schemeô suggested 

by Shea et al. (2010) was used as a guide for the multiple observers (See Coding 

Scheme in Appendix P). CP part of the instrument was used in the study. The form 

was in English (See Modified MUVEEET Form in Appendix Q). 

Modified MUVEEET (ñMulti-User Virtual Environment Education Evaluation 

Toolò) ï Form and Emerged Tensions in 3D VLE ï Form were reviewed in terms 

of content validity, understandability, and suitability by three full-time 

academicians.  
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3.6.3.2 Emerged Tensions in 3D Virtual Learning Environment (3D VLE)  

ï Form 

Another Form of óEmerged Tensions in 3D VLE ï Formô including CP phases, 

column of examples of occurred emerged tensions and the elements (ósubjectô, 

óobjectô, ócommunityô, ótoolsô, órulesô, ódivision of laborô) of AT was used to 

observe the tensions in which phases of CP occurred during the TeachinGrid 

sessions (See Appendix R). The form was in English and developed by the 

researcher. 

3.6.4 Documents and Other Data collected 

Additional data to support the main data sources mentioned in the previous sections 

were provided by reviewing the researcherôs notes and academic transcript records 

of participants collected. The other data were collected by the speaking exams to 

determine speaking skill progress among the participants. The information about 

the mentioned documents were given in the following section. 

3.6.4.1 Researcherôs Notes 

Throughout the research process, the researcher kept a journal recording 

descriptions of interactions among participants in TeachinGrid. The researcher took 

notes in all process of each synchronous in-class and out-of-class task session. The 

researcher described actions of EFL learners and the instructor in 3D VLE, the 

difficulties encountered and potential drawbacks of the tasks and the study itself. 

3.6.4.2 Academic Transcript Records of Participants 

The transcript records of participants were obtained by the researcher from their 

advisors in order to get information about the participantsô grades of computer 
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literacy courses (ICT100 Computer Literacy, Computer I, and Computer II) and 

GPAs.  

3.6.4.3 Speaking Exams  

Cambridge B2 First Speaking Sample tests were conducted to observe whether 

there was a speaking skill progress among the participants. Although this purpose 

is not included in the research purposes, the data derived from the speaking tests 

were used to analyze the effectiveness of the speaking module conducted in 3D 

VLE. 

The Speaking tests were taken face to face. In each session, two instructors tested 

two students at the same time. Each pair of students randomly decided using the 

web site http://www.random.org. The exam dates were scheduled and announced 

by the researcher on Moodle. The schedule was formed in Doodle 

(https://doodle.com/) and asked to pairs to select the suitable time period for the 

exam. The exams were completed in 2 days.  

Since Cambridge B2 First Speaking Sample tests were used in the study, the 

original exam procedure was followed. Candidates take the test in pairs, but are 

assessed on their individual performance by trained examiners. The speaking 

exams were administered by two experts in the field of English Language 

Teaching: the ELT instructor as the interlocutor and the ELT expert (language 

instructor) as the assessor. The ELT instructor as the interlocutor spoke with the 

candidates, managed the test, and awarded participants a mark for global 

achievement (a general mark for how well the EFL learners did in the whole test). 

The assessor only listened to candidates and used four assessment criteria: 

ñGrammar and Vocabularyò, ñDiscourse Managementò, ñPronunciationò and 

ñInteractive Communicationò. 

The Speaking test of B2 First includes 3 parts. It starts with general conversation 

between the examiner and each candidate. Then the candidate takes turns to speak 
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for about 1 minute about two photographs. In Part 3, the candidate discusses a 

decision-making task with the other candidate. Finally, the candidate will discuss 

topics related to the task in Part 3. Formal evaluation procedure of the Speaking 

test of B2 First was adopted to assess EFL learnersô performances. 

ñCandidate speaking performances are assessed using scales which are 

linked to the Common European Framework of Reference. The assessor 

gives 0ï5 marks for each of the following criteria: Grammar and 

Vocabulary; Discourse Management; Pronunciation; and Interactive 

Communication. Marks for each of these criteria are doubled. The 

interlocutor gives a mark of 0ï5 for Global Achievement. This mark is then 

multiplied by four. Examiners may award half marks. Marks for all criteria 

are then combined, meaning there are 60 marks available in the Speaking 

test.ò (UCLES, 2019, p.4) 

3.7 Data Collection Procedure 

The data collection process is presented in Figure 3.23 below. 



 

 

120 

 

Research Permits 

ÅBaĸkent University 

ÅMETU 

Demographic 
Information Surveys 

PRE-TEST 

Speaking Test 

TASK SESSIONS IN 
TEACHINGRID  

ÅInquiry Form 

ÅReflection Forms 

ÅScreen Recordings 

ÅResearcher's Notes 

 

END OF COURSE 

ÅCoI Survey 

ÅGeneral Evaluation Forms 

POST-TEST 

Speaking Test 

Interviews 

 

Documents 

ÅAcademic Transcript 
Records 

Figure 3.23 Illustration of Data Collection Process for the Main study 
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After reviews and corrections of the instruments, to conduct research and start data 

collection, permission from the Ethics Committee was necessary to obtain. 

Therefore, all instruments and voluntary participation form and information form 

including the purpose and summary of the thesis were sent to the Ethics Committee 

of Baĸkent University (the research setting) and the Institutional Review Board 

(IRB), namely METU Applied Ethics Research Center. The research permits were 

approved by the Ethics Committee of Baĸkent University and METU (see 

Appendix S). After 3 pilot tests and improvements in 3D VLE, the researcher 

contacted with the instructor of Computer II course and scheduled the meeting with 

the potential EFL learners for the announcement of the research.  

The link for ñCode of Conduct Formò was shared with them in Moodle (Computer 

II ï Course Page) at the beginning of the study. All EFL learners enrolled to 

Computer II course responded to the instrument and accepted to attend the 

research. Then, they were registered to a course in Moodle for future 

announcements of TeachinGrid 3D VLE and asked them to fill the ñDemographic 

Information Surveyò on the course page in Moodle. 

Then, Cambridge B2 First (ñformerly known as Cambridge English: First (FCE)ò) 

Speaking Sample tests were conducted with 2 experienced examiners (the ELT 

instructor and the assessor (an expert from the ELT Program) by following the 

same procedure and evaluation of the exam to observe whether there was a 

speaking skill progress among the participants (see Section 3.6.4.3. Speaking 

Exams). Each of 2 EFL learners as candidates assigned in a pair randomly. 

The TeachinGrid sessions; including two training sessions, four in-class task 

sessions, and four out-of-class task sessions (for each group) were recorded by 

using Camtasia screen capturing software by the researcher. There were six groups 

in TeachinGrid. Group 2 and Group 5 did not attend to the out-of-class task session 

of Task 4. All task recordings were analyzed for observation of existence of CP 

(level of CP and examples of CP phases, by modified MUVEEET) and tensions 

emerged among the dynamics in 3D VLE (by Emerged Tensions in 3D VLE - 
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Form). In-class task sessionsô recordings included two training and four task 

sessionsô recordings for whole-class whereas out-of-class task sessionsô recordings 

included four task sessions for each group separately. During the 6 weeks of the 

task sessions period, in total 28 sessions (2 Training sessions, 4 in-class task 

sessions and 4 out-of-class task sessions for each group) were recorded by 

Camtasia. The researcher attended to all 28 sessions in the 3D VLE, recorded them 

and kept notes. 

At the end of each task, the participants were required to fill the ñInquiry Formò 

and ñReflection Formò as soon as possible, before the next task session. After Task 

4 ended, the participants were required to fill the ñCoI Surveyò and ñGeneral 

Evaluation Formò. The links for all the instruments/forms were shared with them in 

Moodle. 

Then, each of 2 EFL learners as candidates assigned in a pair randomly again for 

the Cambridge B2 First by following the same procedure and evaluation of the 

exam (as a post-test). The pairs in post-test were not the same as in pre-test. 

After the speaking exam, a semi-structured interview (in-depth) was conducted 

with each participant face to face in the researcherôs office in the Baĸkent 

University by the researcher, in order to ensure consistency of the data, except for 

three participants via Zoom. The researcher scheduled possible interview dates in a 

form established in Doodle (https://doodle.com/) and shared the form link on 

Moodle. He announced participants to select the suitable time period for the 

interview. Participants responded to a standard protocol (including information 

about anonymity and confidentiality, semi-structured) particularly generated for 

this study as well as other questions that arose spontaneously in the course of the 

interview. After obtaining permissions from the EFL learners, they were recorded 

via audio recorder (Windows Voice Recorder). The researcher followed the 

interview schedule and provided additional details / explanations and asked 

additional questions when necessary. All interviews were completed in two weeks. 
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Participantsô audio recordings were transcribed and sent them for approval by 

following the member check procedure. This allowed the participants to examine 

and modify the transcript of the interview and confirm the transcription as a precise 

record of the interview. 

Lastly, academic transcript records of the participants were obtained from their 

advisors in order to get information about the participantsô grades of computer 

literacy courses and GPAs accurately. Required permissions were obtained to take 

the transcript records at the end of the study. The researcher followed Yinôs (2018) 

three data collection principles (ñuse of multiple sources of evidenceò, ñestablish a 

chain of evidenceò, ñcreate a case study databaseò) to increase construct 

validity(quality) in this case study.  

3.8 Data Analysis  

This section summarizes the analyses used for each research question. Firstly, 

summary of data analysis for each research questions including data sources, 

instruments, and the purpose of the instrument, data analysis and techniques used. 

Then statistical tests employed for each research question are explained. 

RQ1. What are the Cognitive Presence levels of EFL learners engaging in 

reasoning-gap activities in the synchronous online English-speaking module within 

a 3D VLE (specifically OpenSimulator with SLOODLE) based on self-report and 

direct observation? 

Table 3.17 summarizes the data analysis used for Research Question 1 
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In consideration of first research question, overall CoI, TP, SP and CP levels of the 

EFL learners in the synchronous online English-speaking module in 3D VLE 

context were discovered via their responses to the quantitative data instrument, CoI 

Survey. The Cronbach's coefficient alpha for internal consistency of the survey 

items was ignored due to the small sample size (n=21, n<30). The CoI Survey 

provides a measure of EFL learnersô TP, SP and CP in the synchronous online 

English-speaking module conducted in 3D VLE.  Although, the researcherôs 

interest on CP, the results of other presences (TP and SP) are also presented to 

show the EFL learnersô overall levels of CoI in the next chapter. 

Participantsô responses to the CoI Survey were analyzed by descriptive statistics 

and non-parametric tests to determine the answers to the first research question by 

utilized SPSS statistical software (IBM SPSS Statistics 22). Mean, standard 

deviation, minimum and maximum scores of each item of CP were calculated. 

Additionally, the various descriptive results will be also given in the next chapter 

as listed below. 

¶ Overall score of CoI and its components (CP, SP, and TP) 

¶ Level of CP and its phases (TE, EX, IN, RE) 

¶ Level of CP in terms of its items (from item 23 to item 34) 

¶ Frequency of responses to each CP item (indicator) 

In addition to data derived from CoI Survey, the researcher provided and enriched 

this data with key qualitative data obtained from analysis of screen capture 

recordings of task sessions in 3D VLE by using modified MUVEEET(from the 

researcherô and the inter-ratersô point of views) and EFL learnersô responses to 

Inquiry Form which was filled at the end of each task (from EFL learnersô point of 

view).  

Patton (2015) defined qualitative inductive analysis as ñgenerating new concepts, 

explanations, results, and/or theories from the specific data of a qualitative studyò 

whereas qualitative deductive analysis as ñdetermining the extent to which 

qualitative data in a particular study support existing general conceptualizations, 
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explanations, results, and/or theoriesò (p.791). The qualitative/naturalistic approach 

is generally inductive at an early stage, especially when the codebook is developed 

to analyze the content or when categories, patterns and subjects are identified by 

open coding (Strauss & Corbin, 1998, p. 223) which emphasizes ñthe importance 

of being open to the dataò (Patton, 2015, p.792). Both qualitative deductive and 

inductive approach were used to analyze the gathered data. 

3.8.1 Qualitative Data Analysis 

RQ2. What are the factors that influence Cognitive Presence levels of EFL 

learners engaging in reasoning-gap activities in the synchronous online English-

speaking module within a 3D VLE (specifically OpenSimulator with 

SLOODLE)? 

Table 3.18 summarizes the data analysis used for Research Question 2 
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In consideration of second research question, the researcher dealt with a large 

amount of data obtained from surveys, interviews, and observations. However, 

Activity Theory (AT) framework provided a structured data analysis process. 

Thematic qualitative analysis was utilized in addition to the systematic analysis 

with the activity system (Yamagata-Lynch, 2010). 

AT as a methodological tool described the complex; tool mediated social 

environment, revealed key dynamics of the described reality, pointed out 

contradictions and showed a visual representation of interaction among the 

dynamics of the environment (Kaptelinin & Nardi, 2006). According to Jonassen 

(2000), AT provides a different perspective to analyze the learning processes and 

the outcomes of the context. Activi ty system analysis (ASA) was performed to 

understand the dynamics of 3D VLE and to analyze what factors influenced CP in 

3D VLE. Furthermore, by focusing on community, rules and division of labor, the 

study was able to identify contradictions and tensions that shaped development in 

the community. 

óQualitative activity systems analysisô is a process that helps researchers to gain a 

detailed understanding of the subject that they are studying (Yamagata-Lynch, 

2010). The steps to the process of providing a qualitative activity systems analysis 

may vary depending on the researcher and their needs based on the topics being 

addressed. The qualitative data from multiple data sources were analyzed by 

thematic analysis following the constant comparative method; ñan intense, 

systematic process of examining and re-examining the data while comparing one 

source with another to find similarities and differencesò (Yamagata-Lynch, 2010, 

p. 73).  

For practical use, Jonassen and Rohrer-Murphy (1999) suggested a detailed 

checklist to implement AT as an analysis tool. This checklist provided a structured 

analysis sequence. In this study, an updated version of this checklist was used to 

understand the studyôs context and focus on some important parts of the data 

(Jonassen & Rohrer-Murphy, 1999; Karakuĸ, 2011; Reisoĵlu, 2014). The sequence, 
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which was helpful to understand the context in depth was followed in ASA. 

Updated version of Jonassen and Rohrer-Murphyôs (1999) checklist was listed 

below: 

1. ñClarification of the purpose of activity systemò 

1.1. ñUnderstand relevant context(s) within which activities occurò 

1.2. ñUnderstand the subject(learner), his/her motivations, and interpretations 

of perceived contradictionsò 

2. ñAnalysis of the activity system by identifying and describing its componentsò 

2.1. ñDefine the subjectò 

2.2. ñDefine community - communities ñ 

2.3. ñDefine the objectò 

3. ñAnalyze Mediatorsò  

3.1. ñTool mediators and mediationò 

3.2. ñRule mediators and mediationò  

3.3. ñDivision of laborò  

4. ñAnalysis of the activity structureò  

4.1. ñDefine the activities, actions, and operationsò  

5. ñAnalysis of the activity systemôs dynamicsò  

5.1. ñWhat are the interrelationships that exist within the components of the 

system and how they influenced the processes?ò (pp. 71-78) 

After that, the researcher continued the ASA which was presented in two main 

stages: óidentifying codesô (by constant comparative method) and óanalyzing the 

activity systemô (by following the checklist of Jonassen and Rohrer-Murphy, 

1999). 

Before the ASA, the researcher analyzed the screen capture recordings of task 

sessions by using Modified MUVEEET and Emerged Tensions in 3D VLE Forms. 

Analysis procedure of screen capture recordings of task sessions was given below. 

The analysis of overall qualitative data is given at a glance in Table 3.19. 
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Table 3.19 Analysis of Overall Qualitative Data At a Glance 

Decision on Description 

Procedure  Thematic analysis following the constant 

comparative method for ASA  

(Yamagata-Lynch, 2010)  

Qualitative Data Analysis Constant Comparative Method  

(Strauss,1987; Strauss & Corbin,1998) 

Activity System Analysis Jonassen and Rohrer-Murphy (1999)ôs checklist 

- Modified in the order of the steps 

3.8.1.1 Analysis of Overall Qualitative Data  

After the analysis of screen recordings and interview transcriptions, all written data 

sources were continuously read, and the notes were taken related to initial ideas in 

order to extract themes and reveal the patterns in an ongoing cycle. In this step, 

getting familiar with the data and data collection continued simultaneously. Thus, 

evaluation of data for having a comprehensive understanding of the content and 

creating a foundation for the initial analysis were the constant efforts made. 

Consistent with the Yamagata-Lynch (2010), the researcher followed the constant 

comparative method for activity system analysis to code and analyze the data. The 

constant comparative method described by Strauss (1987) and Strauss and Corbin 

(1998) was used for code identification, thematic analysis, and identifying findings. 

The constant comparative method engages investigators in an intense, systematic 

process of examining and reexamining the data while comparing one source with 

another to find similarities and differences (Glaser & Strauss, 1967).  

After getting familiar with the data, the steps followed in this analysis are outlined 

in Figure 3.24. The researcher followed the steps proposed by Yamagata-Lynch 

(2010). 
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Figure 3.24 Steps Taken for Code identification and Coding 

3.8.1.1.1 Coding Data 

Steps 1ï3 of Figure 3.24 described the processes used to identify an initial set of 

codes with corresponding definitions. 

Step 1: ñOpen coding - Researcher identified codes and definitions by examining 

entire data setò 

Corbin and Strauss (2015) defined open coding as ñbreaking data apart and 

delineating concepts to stand for interpreted meaning of raw dataò (p. 240). At this 

stage, the researcher coded data with a qualitative data analysis software; NVivo 

12. The researcher imported all the data into NVivo: participantsô responses to 

surveys (Inquiry Forms, Reflection Forms, General Evaluation Forms from Google 

Forms), interview transcripts (from Google Drive), and data derived from Modified 

MUVEEET-Form, and  ñEmerged Tensions in the 3D VLE-Form (from paper-

Step 1 
Open Coding  
Researcher 

identified codes 
and definitions by 
examining entire 

data set 

Step 2  
Axial Coding  
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groups and 

possible themes 

Step 3 
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identified codes 
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Step 4 
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second coder 
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results and refine 
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definitions 

Step 5 

Researcher and 
third coder coded 
another sample 

data set 

Step 6 

Researcher and 
third coder 

compared coding 
agreement 

Step 7 

Researcher and 
third coder 

discussed coding 
disagreement 

Step 8 

 Researcher coded 
entire data set to 

NVivo 

Step 9 

 Selective Coding 
Researcher coded 
data specifically 
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Theoretical 
perspective 

Step 10 

 Researcher 
examined every 
coded node in 
print format 
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based). In this process, the researcher broke down the data into manageable pieces: 

codes. Each code was represented as the óminimal thematic unitô. After a set of 

codes and definitions were drafted, axial coding was employed as indicated in Step 

2.  

Step 2: ñAxial Coding - Researcher identified codes groups and possible themesò 

Strauss and Corbin (1998) defined axial coding as  ñthe process of relating 

categories to their subcategories, termed óaxialô because coding occurs around the 

axis of the category, linking categories of the level of properties and dimensionsò 

(p. 123). In this process, the researcher examined the codes, attempted to draw out 

the relationships among them and formulated them into groups of codes. The codes 

and definitions were either updated or discarded until coding categories have been 

established as mutually exclusive. 

After the determination of the list of possible codes had been saturated, an 

academician (second coder) who was expert in qualitative research (in the field of 

Instructional Technology) and who had not participated in this study to take part in 

Steps 3 and 4.  

Step 3: ñResearcher and second coder coded sample data set by using identified 

codes and definitionò  

The second coder used the codes which were identified by the researcher. Both the 

second coder and the researcher coded a sample data set independently. The sample 

data set included 3 participantsô all data (more than 10% of the all data). They were 

selected since they had provided rich data. Three participantsô all data were 

selected given to the second coder electronically. During this coding process, the 

researcher and the second coder modified, added, and discarded codes that did not 

fit well with the sample data set. This process took approximately two weeks and, 

two meetings were organized on a weekly basis to discuss the progress.  
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Step 4: ñResearcher and second coder compared coding results and refined codes 

and definitionsò 

After the completion of the independent review, the coded data line by line was 

compared. As a result, codes and definitions were refined to assure that they were 

clear, comprehensive, and mutually exclusive.  

3.8.1.1.2 Ensuring Trustworthiness of Codes 

Steps 5-7 of Figure 3.24 described the processes used to ensure the trustworthiness 

of codes. The information about these processes are given in Section 3.9. 

3.8.1.1.3 Completing Coding Process 

Steps 8-10 described the process which the researcher followed to complete the 

coding.  

Step 8 ï ñResearcher coded entire data set to NVivoò 

The whole data set was coded using ñNVivo 12ò after providing the 

trustworthiness of the codes. The researcher created the relational structure of the 

codes in NVivo 12 with the codes and definitions identified in Step 7.  

Step 9 ï ñSelective coding, researcher coded data specifically from Activity 

Theoretical perspectiveò 

In Step 9, the researcher conducted selective coding that identified the components 

of the activity system model including the subject, tool, object, rule, community, 

and division of labor in 3D VLE.  

In the process of identification of the components of the activity system, óa list of 

questions for selective codingô provided by Yamagata-Lynch (2010, p.75) was 

used as a guide. They were listed as below:  

Å ñWhat is the activity setting in which these activities are situated?ò  
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Å ñWho are the subjects of these activities?ò 

Å ñWhat is the shared object of these activities?ò 

Å ñWhat tools, rules, community, and division of labor are involved in 
these activities?ò 

Å ñWhat systemic contradictions are bringing tensions into these 

activities?ò 

Å ñWhat are the outcomes of these activities?ò (Yamagata-Lynch, 2010, 

p.75) 

By answering each question related to this research context, the researcher 

identified ñthe subject, tool, object, rule, community, and division of laborò 

roughly for the next step of data analysis. 

Step 10 ï ñResearcher examined every coded node in print formatò 

Finally, in Step 10, the researcher engaged in several iterations of reading the 

printed coded text in preparation for identifying substantiated stories in the coded 

data and ensuring that no further coding was necessary. 

3.8.1.1.4 Identifying the Activity System on Cognitive Presence 

As mentioned above, after intense engagement with the data through the code 

identification and coding activities, the researcher developed a thick description of 

participant experiences in narrative format and identified CP activity system from 

these narratives. Identification of the CP activity system involved three main steps: 

(a) ñDevelop Thick Description of Participant Experiences in Narrative Formatò 

(b) ñConduct Activity Systems Analysis of the Narrativesò and 

(c) ñIdentify Substantiated Findings and Share with Participantsò (Yamagata-

Lynch, 2010, p.91).  

In the context of research purpose, ñTo provide cognitive presence of EFL learners 

in 3D VLE called as TeachinGridò was viewed as an activity system subject to 

ASA, and Engestrºmôs (1987) AT triangle was used to inform key themes, and to 

describe the component structure of this activity. For the ASA process, Jonassen 

and Rohrer-Murphyôs (1999) checklist was followed. In the next chapter, the steps 
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in the checklist are presented and results of ASA are given in detail. (see Section 

4.2) 

3.8.1.2 Analysis of Screen Capture Recordings of Task Sessions 

During the 6 weeks of the task sessions period, in total 28 sessions (2 Training 

sessions, 4 in-class task sessions and 4 out-of-class task sessions for each group) 

were recorded by Camtasia. They were analyzed by using two instruments 

(Modified MUVEEET and Emerged Tensions in 3D VLE Forms) as below: 

3.8.1.2.1 Data Analysis by Modified MUVEEET  ï Form 

Although the CoI survey is a valid instrument to determine the existence and the 

level of CP, it may not be completely helpful due to the small number of 

participants for those purposes. The researcher used data triangulation to uncover 

the CP elements as perceived by EFL learners through interviews, Inquiry and 

Reflection Form surveys and as perceived by the researcher and experts by the 

analysis of task sessionsô screen capture recordings. Modified MUVEEET-Form 

guided by the coding scheme suggested by Shea et al. (2010) was used in the 

analysis of task session recordings. Participantsô level of CP in the 3D VLE was 

examined by using a coding scheme for each phase of CP (i.e., TE, EX, IN, and 

RE) in modified MUVEEET- Form.  

Stenbom, Jansson, and Hulkko (2016) reported that units such as ñmessageò, 

ñparagraphò, and ñsentenceò, or ñthematic unitsò are commonly used units in CoI 

Framework research studies. Since multiple data sources were used in this process, 

multiple units were used in this study. Each participantôs answer to the open-ended 

questions in the surveys and interview were considered as the unit of analysis. 

On the other hand, audio messages (ñmessage-level unit of analysisò) in the task 

sessionsô recordings were used to explain the experiences reflecting the EFL 
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learnersô CP. The researcher transcribed EFL learnersô narrations which reflect 

indicators of each CP phases and inserted them to the text messages as an example 

column in the modified MUVEEET - Form. More precisely, qualitative data 

derived from the mentioned data source were used to triangulate the data derived 

from the CoI Survey and presented in the next chapter (see Section 4.1).  

A message-level unit corresponding to what one participant conversation on one 

occasion in 3D VLE was selected as the unit of analysis. Each message evidencing 

CP was counted at only one phase (TE, EX, IN, RE). Garrison, Anderson and 

Archer (2001) developed a ñcode upò (to the later phase) or ñcode downò (to the 

earlier phases) heuristics for coders since a unit of analysis (in this case, a message) 

ñmay contain contradictory categorization cues or evidence of multiple phases of 

cognitive presenceò (p.9). Consistent with Garrison et al.ôs (2001) heuristics, when 

it was not clear which CP phase was represented, the researcher ócoded downô to 

the earlier phase of CP. On the other hand, when there was strong evidence of 

multiple phases, the researcher ócoded upô to the later phase. It was justified by 

Garrison et al. (2001) as ñéhigher levels of critical thinking, such as integration 

and resolution, borrow characteristics and process from previous phasesò (p.17).  

For inter-rater reliability, all 26 screen capture recordings were uploaded to 

YouTube (as unlisted videos in an unlisted playlist) to share them with the inter-

raters easily. The researcher asked the inter-rater to analyze the preparation part of 

out-of-class tasks sessions to enrich the data.  

For the inter-rater analysis, 4 out-of-class task sessions (Task 1, Task 2, Task 3, 

and Task 4) were selected. Four out-of-class task recordings of each task included 

EFL learnersô preparation of their roleplay (In Task 1 and Task 2) and presentation 

(In Task 3 and Task 4) as a group. A group was selected randomly for the analysis 

in each task (G5 for Task 1, G1 for Task 2, G3 for Task 3, and G4 Task 4). In the 

process of identification of CP indicators in the screen recordings, ñCoding Scheme 

for cognitive presenceò proposed by Shea et al. (2010) was used as a guide.  
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The researcher shared 4 screen capture recordings of out-of-class task sessions with 

inter-coder reliability. The performance part of out-of-class tasks sessions were 

assumed as resolution phase (for the group who performed) and evaluated by the 

inter-raters in field of ELT to check the progress in the speaking skill. The unlisted 

playlistôs link was shared with the second coder and sent the modified MUVEEET 

- Form in the paper format. During this coding process, the researcher and the 

second coder modified, added, and deleted codes not fitting the data set correctly. 

This process took a week. A meeting was organized to discuss the codes' 

similarities and discrepancies. 

To evaluate the intercoder agreement, the formula proposed by Miles and 

Huberman (1994) was used: ñIntercoder agreement = Number of agreements / 

Total number of agreed and disagreed codesò. The two coders met after the coding 

and reviewed and reported on the codes' similarities and discrepancies to create 

consensus. The score of intercoder agreement was .86. After discussion, the 

researcher and the intercoder reached the consensus. After that, the researcher kept 

the derived data for the next step (gathering all data together for analysis - Constant 

Comparative Method). 

Then, the researcher analyzed all the screen capture recordings of task sessions data 

(4 in-class and 22 out-of-class-preparation part) by using modified MUVEEET. To 

ensure the accuracy of observation, researcher reviewed them again by watching 

the recordings one more time.  

For the reporting the results, McKerlich et al.ôs (2011) original method was 

followed. The data obtained from modified MUVEEET was used to triangulate the 

data obtained from CoI Survey by providing specific examples related to CP 

phases in the task sessions. 
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3.8.1.2.2 Data Analysis by Emerged Tensions in 3D VLE ï Form 

óEmerged Tensions in 3D VLEô Form including column of examples of occurred 

emerged tensions and the elements of AT was used to observe the tensions in 

which phases of CP occurred during the TeachinGrid sessions. The researcher 

selected 4 screen capture recordings (2 in-class & 2 out-of-class) of task sessions 

randomly and shared with a researcher, who did not participate in the study and an 

expert in the field of Instructional Technology and coded the same data 

independently in order to provide inter-coder reliability. Performance part (groupôs 

performance of roleplay or presentation after the discussion) of the out-of-class 

task sessions also included for the analysis.  

In-class task recordings included all groups activities whereas out-of-class task 

recordings included only one group activity. Among the in-class task session 

recordings Task 2 and Task 4 was selected. On the other hand, two groups were 

selected randomly for the analysis of two out-of-class task session recordings (G2 

for Task 1 and G4 for Task 3).   

For interrater reliability, the link of unlisted playlist in YouTube was shared with 

the inter-coder. The researcher sent the ñEmerged Tensions in 3D VLEò - Form in 

the paper format. In addition, the researcher provided explicit instructions by 

sharing a document covered the information about AT and its components 

(Krippendorff, 2018). During the coding process, the researcher and the inter-coder 

modified, added, and deleted codes not fitting the data set correctly. This process 

took 2 weeks and, 2 meetings were organized to discuss the codesô similarities and 

discrepancies. 

To evaluate the intercoder agreement, the formula proposed by Miles and 

Huberman (1994) was used: ñIntercoder agreement = Number of agreements / 

Total number of agreed and disagreed codesò. The two coders met after the coding 

and reviewed and reported on the codes' similarities and discrepancies to create 

consensus. The score of intercoder agreement was .89. After discussion, the 
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researcher and the intercoder reached the consensus. After that, the researcher kept 

the derived data for the next step (gathering all data together for analysis - Constant 

Comparative Method). The researcher analyzed  the rest of the screen capture 

recordings of task sessions (2 in-class and 20 out-of-class) uploaded on YouTube, 

by using  Emerged Tensions in 3D VLE Form and then reviewed by watching the 

recordings one more time to ensure the accuracy of observation.   

3.8.1.3 Transcription of Interviews 

After the analysis of screen capture recordings of task sessions in 3D VLE, the 

researcher followed the following steps for the rest of the data set: The researcher 

listened to all audio recordings of interviews, Moreover, all documents that were 

collected were evidently read, arranged, and systematized. Then, ñListen N Writeò, 

a free transcription software, was used to transcribe audio recordings in this study. 

Following the verbatim transcription of each interview data, the transcription was 

reviewed by listening to the audio-record one more time to ensure the accuracy of 

transcriptions.  

3.8.1.4 Additional Information ï Quotations from Research Participants 

In the results chapter, the researcher used a narrative style, by adding quotations 

from the research participants as shown below Figure 3.25. 

 

Figure 3.25 An Example of Quotation from Research Participant 
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As seen from the example in the figure, the researcher quoted the participantsô 

statements with the source of data and additional information (Task #, coded 

names/pseudonym, related phases of CP). The researcher added his comments on 

the various part of the quotes in brackets to clarify meaning and shortened quotes 

with ellipsis. The abbreviations used in the quotations and their expansion are listed 

below: 

¶ IS: Inquiry Form of the EFL Learner 

¶ RS: Reflection Form of the EFL Learner 

¶ RI: Reflection Form of the Instructor 

¶ INTWS: Interview of the EFL Learner 

¶ GES: General Evaluation Form of the EFL Learner 

¶ GEI: General Evaluation Form of the Instructor 

¶ Q#: Quotation Number 

¶ TE: Triggering Event Phase of Cognitive Presence 

¶ EX: Exploration Phase of Cognitive Presence 

¶ IN: Integration Phase of Cognitive Presence 

¶ RE: Resolution Phase of Cognitive Presence 

¶ T0: Task 0 ï Training  

¶ T1: Task 1 ï Department Stores 

¶ T2: Task 2 ï Phobias 

¶ T3: Task 3 ï Railway Station of Future 

¶ T4: Task 4 ï Fake or Real News  

3.9 Trustworthiness 

While the positivist criteria of quantitative research include ñinternal and external 

validity, reliability, and objectivityò to establish reliability and validity, in 

qualitative research the following criteria are considered: ñcredibility, 

transferability, dependability, and confirmabilityò (Denzin & Lincoln, 2018, p.57). 

These criteria were applied for the establishing trustworthiness of qualitative 

research (Denzin & Lincoln, 2018, p.1380). To establish trustworthiness of the 

study, the following strategies were employed. Firstly, the fundamental rules of 

ethics were followed throughout the study. The study was approved by the Ethics 

Committee of Baĸkent University and METU (see Appendix S). Secondly, all 
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participants were selected based on their willingness to participate. They were 

informed about the study and filled Code of Conduct Form (see Appendix F). All 

participants in any part of data collection treated with respect and a pseudonym was 

given to each participant to keep their identity confidential in 3D VLE. In order to 

protect participantsô data and maintain confidentiality, only researcher, instructor 

and the participants had access to the virtual environment (Moodle, Zoom, and 

OpenSimulator). The study did not include any harm (physical or psychological), 

illegal or misbehaviors for the participants. They were not deceived in any way 

throughout the study. Thirdly, all instruments were reviewed by subject matter 

experts and researchers in the field to ensure the content validity. In order to 

enhance internal validity, a reliable and valid instrument, CoI Survey, was used in 

the quantitative data collection process of the study. Validity and reliability of CoI 

Survey was provided in previous empirical findings (see Arbaugh et al., 2008; 

Garrison, 2017, 2018; Swan et al., 2008). 

In the qualitative data collection process of the study, for credibility, triangulation, 

peer review, member checks, prolonged engagement strategies and persistent 

observation; for transferability, thick description strategy and for dependability and 

confirmability, audit trail (External audit) were applied. The validity and reliability 

issues and the precautions to avoid them were summarized in Table 3.20. In 

addition, demographics of the expert group are given in Table 3.21.  

Table 3.20 Summary of Trustworthiness and Applied Strategies in the Study 

Trustworthiness / 

Applied Strategy  

Details 

Credibility 

Data 

Triangulation 

- Using multiple sources of data 

- Collecting data from the instructor as a different point of 

view. 

Investigator - Analyzing same qualitative data and comparing findings 
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Trustworthiness / 

Applied Strategy  

Details 

Triangulation by two experts independently 

 

 

 

Table 3.20 (continued) 

Trustworthiness / 

Applied Strategy  

Details 

Peer review - Working with another researcher during the research 

- Reviews and comments of the advisor and the doctoral 

committee members during the study 

Member check - All verbatim transcripts were sent to the participants 

via e-mail (attachment in a Microsoft Office Word 

document) for verification of content and correctness. 

- Preliminary results and emerged theoretical 

codes/themes (emerged tensions and factors) were sent 

to the participants via email (including the link for 

Google Form) for validation findings and feedback. 

They were asked to suggest any additional factors the 

researcher might have missed. 

- Feedback from the instructor about the experience and 

findings of the study were asked. 

Prolonged 

engagement 

- Spending as much time as possible with the 

participants and the instructor, attending to all 28 

sessions in the 3D VLE, and building a close 

relationship with them. 
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- Working actively with the instructor and group of 

subject matter experts in the field of English Language 

Teaching) at the process of task preparation and 

planning each session.  

- Additionally, the pilot 1 was conducted with this group 

of EFL learners and analyzed the applicability of the 

research in this course and with the typical 

participants. 

Table 3.20 (continued) 

Trustworthiness / 

Applied Strategy  

Details 

Persistent 

observation 

- During the research process, each task sessions were 

recorded by Camtasia Screen Recording Software 

(avatar activity in 3D VLE) and Zoom (conversations 

among participants in 3D VLE). 

Transferability 
  

Thick description 

of data 

- Detailed information on the case, research setting, 

participants, and detailed description of data collection 

and analysis procedure and findings with adequate 

evidence were given. 

Dependability  

Intercoder 

Agreement 

- After the analysis of a sample data set of 3 participants 

including the most informative data by two intercoders 

(i.e., the researcher and the second coder), the third coder 

coded a sample data set included another 3 participantsô 

all data (more than 10% of the all data) randomly by using 

the codes which were identified by the agreement of them 

(i.e., the researcher and the second coder) 
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Audit trail - All details about the research including research context, 

participants, data collection and data analysis 

processes/procedures of the study was presented to 

construct a traceable trail.  

- The researcherôs notes were also helpful to provide details 

about the research process. 
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Table 3.20 (continued) 

Trustworthiness / 

Applied Strategy  

Details 

Confirmability 

Data 

triangulation 

- Multiple sources of data and data types were used. 

 

Audit trail - Each phase of the study was presented with the help of 

diagrams and explained in detail. 

Researcherôs role 

and biases 

- The researcherôs role was explained. 

- Researcherôs background and assumptions, limitations, 

delimitations were provided. 

 

Table 3.21 Demographics of the Expert Group 

Expert ID Title Department Gender 

Expert 1  Assoc. Prof. Dr. CEIT Female 

Expert 2  Assoc. Prof. Dr. CEIT Female 

Expert 3  Asst. Prof. Dr. CEIT Male 

Expert 4 Lecturer, Ph.D. Candidate CEIT Male 

Expert 5 Assoc. Prof. Dr. ELT Male 

Expert 6 Asst. Prof. Dr. ELT Female 

Expert 7 Asst. Prof. Dr. ELT Female 

Expert 8 Asst. Prof. Dr. ELT Male 

Expert 9 Research Assistant ELT Female 

Expert 10 Lecturer,  Ph.D. Candidate EP Male 

Expert 11 Lecturer,  Ph.D. Candidate EP Male 
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3.9.1 Credibilit y 

In qualitative research, credibility criterion indicates the ótruth valueô of the 

research findings (Lincoln & Guba, 1985; Miles, Huberman, & Salda¶a, 2014). It 

is a re-validation attempt to determine ñthe consistency of the researchers and 

participants' results.ò. 

The credibility of the study was enhanced by using the following strategies: 

triangulation (investigator triangulation, data triangulation), peer review 

(debriefing), member check, prolonged engagement in the research site, persistent 

observation and each of them is explained below. 

3.9.1.1 Triangulation  

Merriam and Tisdell (2015) defined triangulation as ñusing multiple investigators, 

sources of data, or data collection methods to confirm emerging findings.ò (p.259). 

Denzin (1978) proposed four types of triangulation; ñthe use of multiple methods, 

multiple sources of data, multiple investigators, and multiple theories to confirm 

emerging findingsò (as cited in Merriam & Tisdell, 2015). In this study, 

triangulation types were employed as below: 

Merriam and Tisdell (2015) referred data triangulation or triangulation using 

multiple sources of data as ñcomparing and cross-checking data collected through 

observations at different times or in different places, or interview data collected 

from people with different perspectives or from follow-up interviews with the same 

peopleò (p. 245). The data triangulation was established by using the multiple 

sources, verifying the findings and check the converging relationships. In order to 

increase the credibility of the research and to strengthen the reliability of the 

existing evidence, the data collected from not only from the EFL learners but also 

the instructor. Data derived from the instructorôs responses to the questionnaires 

were compared with data obtained from the EFL learners. 
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3.9.1.2 Peer Review 

Peer review (or peer examination or debriefing), another strategy for enhancing 

trustworthiness of a study, is described as ñdiscussions with colleagues regarding 

the process of study, the congruency of emerging findings with the raw data, and 

tentative interpretationsò (Merriam & Tisdell, 2015, p.259). The aim of this process 

was to ensure valid and unbiased research findings and methodologies. In this 

study, the peer reviews were employed as below: 

¶ The researcher asked an expert in the field of Instructional Technology and 

qualitative design about the research design, data collection, and data 

analysis of the study. At the end of each step in the study, meetings were 

organized with the expert for the evaluation. 

¶ In addition, reviews and comments of the advisor and the doctoral 

committee members were provided insights and helped on decision making 

in the research process. 

3.9.1.3 Member Checks  

Member checks or respondent validation, another strategy for ensuring internal 

validity or credibility, is defined as ñTaking tentative interpretations/findings back 

to the people from whom they were derived and asking if they are plausibleò 

(Merriam & Tisdell, 2015, p.259). In this study, member checks were employed as 

below: 

¶ Following by the transcription of the interviews, all verbatim transcripts 

were sent to the participants via e-mail (attachment in a Microsoft Office 

Word document) for verification of content and correctness (see Appendix 

T). They were asked to make comments, correction, and additional thoughts 

by marking all necessary corrections on the Word document and uploaded 

the corrected interview transcription to the Google Forms link. Four EFL 
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learners filled the form and the corrections included unnecessary, 

meaningless words in the conversation (e.g., ñand so onò, ñbla blaò).  

¶ After the data analysis, preliminary results and emerged theoretical codes / 

themes (emerged tensions and factors) were sent to the participants via 

email (including the link for Google Form) for validation findings and 

feedback (see Appendix T). They were asked to suggest any additional 

factors the researcher might have missed. Five EFL learners responded to 

the email and filled the form.  

¶ In addition, the researcher asked feedback from the instructor about the 

experience by the General Evaluation Form for the Instructor.  The 

researcher sent the instructor the member check form for the preliminary 

results via an e-mail. The instructor filled the member check form.  

3.9.1.4 Prolonged Engagement 

Lincoln and Guba (1985) describe prolonged engagement (ñspending sufficient 

time at your research siteò) and persistent observation (ñfocusing in detail on those 

elements that are most relevant to your studyò) as critical in attending to credibility. 

ñIf prolonged engagement provides scope, persistent observation provides depthò 

(as cited in Patton, 2015, p.989). The researcher spent enough time in the field to 

learn and understand the phenomenon of interest. In this study, prolonged 

engagement was employed as below: 

¶ In order to familiarize with the site and typical participants(characteristics) 

of the study, before the data collection, the researcher administered 

Computer II course in the Spring semester of the 2017-2018 Academic 

Year for the EFL learners (pre-service English teachers). The pilot 1 was 

conducted with this group of EFL learners and analyzed the applicability of 

the research in this course and with the typical participants. 

¶ Researcher spent as much time as possible with the participants and the 

instructor during the study, attended to all 28 sessions (2 training, 4 in-
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class-task sessions, 22 out-of-class task sessions (4 sessions for each 6 

groups, 2 sessions not occurred) in the 3D VLE and built a close 

relationship with them. 

¶ In addition, the researcher was actively working with the subject matter 

experts in the field of ELT and the instructor at the process of task 

preparation and planning each session. 

3.9.1.5 Persistent observation   

Persistent observation ñposes the question as to whether the researcher or the 

research team have done an in-depth study to gain detailò (Bitsch, 2005, p. 83) and 

helps discover participantsô qualities and unusual characteristics. In this study, 

persistent observation was employed as below: 

¶ During the study, in total 28 sessions in TeachinGrid (2 Training sessions, 4 

in-class task sessions and 4 out-of-class task sessions for each group, a total 

of 6 groups) were recorded by Camtasia screen recording software. The 

researcher constantly watched and analyzed the screen recordings for depth 

insight.  

¶ Conversations among participants and/or the instructor in task sessions 

were recorded by Zoom. Recording all participant avatar activity and 

conversations within the 3D VLE as much as possible, without any lost was 

aimed by this way.  

3.9.2 Transferability  

Transferability (or External Validity or Fittingness) ñconcerned with the extent to 

which the findings of one study can be applied to other situationsò (Merriam & 

Tisdell, 2015, p. 253). The researcher needed to provide sufficient descriptive data 

of the phenomenon and the context to make transferability possible (Lincoln & 
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Guba, 1985, p. 298). Thick description strategy was employed to enhance 

transferability of the study. Thick description or rich, thick description, which is the 

most commonly strategy for enhancing transferability, refers to ña description of 

the setting and participants of the study, as well as a detailed description of the 

findings with adequate evidence presented in the form of quotes from participant 

interviews, field notes, and documentsò(Merriam & Tisdell, 2015, p. 257).  

In this study, thick description was employed by providing detailed information on 

the case, research setting, participants, and detailed description of data collection 

and analysis procedures. Moreover, the findings were provided with adequate 

evidence and explained clearly as much as possible in the study to enable 

researchers to understand the investigated phenomenon and assess the findings of 

the study. As more detailed descriptions were given, it was made easier for the 

researchers to familiarize and understand the context in which the research was 

conducted. 

3.9.3 Dependability  

Dependability or consistency, equivalent of reliability, is an issue related to the 

internal consistency and stability of the findings over time (Lincoln & Guba, 1985; 

Miles & Huberman, 1994; Bitsch, 2005). Intercoder agreement and audit trail were 

employed to enhance dependability of the study. 

3.9.3.1 Intercoder Reliability / Agreement   

3.9.3.1.1 Modified MUVEEET  ï Form 

The data analysis procedure of the Modified MUVEEET ï Form was given in 

Section 3.8.1.2.1. The researcher selected 4 out-of-class task sessions videos 

randomly, shared them with the second coder, and sent the modified MUVEEET ï 

Form in the paper format. The two coders met after the coding and reviewed and 
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reported on similarities and discrepancies of the codes to create consensus. The 

score of intercoder agreement calculated by the formula proposed by Miles and 

Huberman (1994) was .86. After discussion, the researcher and the intercoder 

reached the consensus. 

3.9.3.1.2 Emerged Tensions in 3D VLE ï Form 

The data analysis procedure of the óEmerged Tensions in 3D VLEô Form was given 

in Section 3.8.1.2.2. The researcher selected 4 screen capture recordings (2 in-class 

& 2 out-of-class) of task sessions randomly and shared with a researcher (Expert 

4), who did not participate in the study and expert in the field of Instructional 

Technology and coded the same data independently in order to provide inter-coder 

reliability. The unlisted playlistôs link was shared with the inter-coder and sent the 

ñEmerged Tensions in 3D VLEò Form in the paper format. In addition, the 

researcher provided explicit instructions by sharing a document covered the 

information about AT and its components (Krippendorff, 2018). During the coding 

process, the researcher and the inter-coder modified, added, and deleted codes not 

fitting the data set correctly. This process took 2 weeks and, 2 meetings were 

organized to discuss the codesô similarities and discrepancies. 

The two coders met after the coding and reviewed and reported on the codes' 

similarities and discrepancies to create consensus. The score of intercoder 

agreement calculated by the formula proposed by Miles and Huberman (1994) was 

.89. After discussion, the researcher and the intercoder reached the consensus.  

3.9.3.1.3 Interview 

In order to ensure validity of the questions, the interview protocol was checked by 

field trials and expert reviews. To ensure its content validity, understandability, and 

suitability, three full-time academicians in the field of Instructional Technology 

(expert in IT and experienced in qualitative research) were invited and discussed on 
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each question. They checked the questions in terms of clearness, simplicity, 

meaning and understandability. After reaching consensus, pilot tests were 

performed face to face with two EFL students not involved in the research at the 

Faculty of Education. 

After the analysis of screen recordings and interview transcriptions, all written data 

sources were continuously read, and the notes were taken related to initial ideas in 

order to extract themes and reveal the patterns in an ongoing cycle. In this step, 

getting familiar with the data and data collection continued simultaneously. Thus, 

evaluation of data for having a comprehensive understanding of the content and 

creating a foundation for the initial analysis were the constant efforts made as well. 

The forms were reviewed in terms of content validity, understandability and 

suitability by three full-time academicians in the field of Instructional Technology; 

one of them (Assoc. Prof. Dr.) was an expert in Qualitative research method (in 

terms of data collection), the other (Asst. Prof. Dr.) was in research design 

(instrument development) and the last one (Assoc. Prof. Dr.) was in 3D VLE (in 

terms of design and development of 3D VLE).  

3.9.3.2 Audit Trail  

Merriam and Tisdell (2015) defined audit trail as ñA detailed account of the 

methods, procedures, and decision points in carrying out the study.ò (p.259). In this 

study, audit trail was employed as below: 

¶ All details about the research including research context, participants, data 

collection, and data analysis processes/procedures of the study was 

presented to construct a traceable trail.  

¶ The researcherôs notes were also helpful to provide details about the 

research process.  
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3.9.4 Confirmability  

Confirmability (or Objectivity) refers to a degree of neutrality in interpreted 

findings. This means that findings should reflect what informants really say 

regardless of researcher bias. Objectivity might be possible if a researcher 

acknowledges his own prejudices and tendencies (Miles & Huberman, 1994). Thus, 

in qualitative studies, researcherôs roles, biases, beliefs, and dispositions should be 

clearly reported. To establish confirmability, employing triangulation and 

reflexivity strategies could be used (Guba,1981). 

3.9.4.1 Triangulation  

At the beginning of this section (see Section 3.9.1.1), the triangulation strategy for 

credibility was clarified In addition, multiple sources of data and data types were 

collected for confirmability.  

3.9.4.2 Audit Trail  

For confirmability, audit trail was also employed. Each phase of the study was 

presented with the help of diagrams and explained in detail for audit trail. 

Additionally, all in-class task sessions and out-of-class sessions were recorded by 

Camtasia screen recording software and uploaded to YouTube (as unlisted videos 

in unlisted playlists). Interviews and speaking exams were recorded by a voice 

recorder (Windows Voice Recorder). In addition, all participantsô conversation in 

each task session were recorded separately by using Zoom. All those documents 

(including transcriptions of interviews) and links (YouTube playlists) were 

uploaded to Google Drive to document them in structured way and share them with 

the inter-raters easily. 
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3.9.4.3 Reflexivity 

Merriam and Tisdell (2015) defined researcherôs position or reflexivity as ñCritical 

self-reflection by the researcher regarding assumptions, worldview, biases, 

theoretical orientation, and relationship to the study that may affect the 

investigation.ò (p.259). Keeping a diary during all phases of the study was also 

helpful to examine ñthe researcherôs own conceptual lens, explicit and implicit 

assumptions, preconceptions and values, and how these affect research decisions in 

all phases of the study.ò (Korstjens & Moser, 2018, p.121). In this study, the 

researcher explained the researcherôs role, biases and background, limitation, and 

delimitations. 

3.9.4.3.1 Researcherôs Role and Bias 

The researcher is the primary instrument of data collection and analysis in 

qualitative research (Merriam & Tisdell, 2015; Patton, 2015). The qualitative 

researcher should provide a framework within which people can respond in a 

manner that adequately reflects their points of view (Patton, 2015, p.74) and be 

honest about beliefs, biases, values, feelings, and point of views (Miles, Huberman 

& Saldana, 2014). 

The researcher of this study being an instructional designer and language teacher 

created reasoning gap speaking tasks with the collaboration of ELT experts. The 

speaking tasks took place on the educational island of TeachinGrid in 

OpenSimulator which was designed based on 3DLE Design Principles proposed by 

Kapp & OôDriscoll (2010) and owned by the researcher. It helped him better 

understand, interpret, manage overall research process. 

Four different positions offered by Gold (1958) for researcherôs stance: ñComplete 

participantò, ñParticipant as observerò, ñObserver as participantò, and ñComplete 

observerò. The researcher was observer as participant and did not interfere with the 
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course of the task sessions in 3D VLE, but responsible for supporting the EFL 

learners and instructor for technical help and problems. 

The researcher managed and observed the training sessions on TeachinGrid. He 

built a balanced relationship with participants and answered their questions, 

respectively. He took notes during the training process. In 3DLE task sessions, the 

researcher recorded the task sessions via Camtasia and did not disturb and interrupt 

the session. Throughout the research process, the researcher kept a journal 

recording descriptions of interactions among participants in TeachinGrid. The 

researcher took notes in all process of each synchronous in-class and out-of-class 

task session. The researcher described actions of EFL learners and the instructor in 

3D VLE, the difficulties encountered and potential drawbacks of the tasks. 

Moreover, Patton (2015) stated that ñthe credibility of qualitative methods, 

therefore, hinges to a great extent on the skill, competence, and rigor of the person 

doing the fieldworkðas well as the things going on in a personôs life that might 

prove to be a distractionò (p.67).  Therefore, in addition to the researcherôs role, 

background of the researcher is presented briefly below: 

The researcher was graduated from the undergraduate program of Computer 

Education and Instructional Technology (CEIT) and English Language Teaching 

(ELT) (as a double major), Faculty of Education in Turkey. He finished his 

Masterôs degree on Computer Engineering. Then, he started his Ph.D. degree in 

CEIT at METU. In addition, he was working as a research assistant at the same 

department in Baĸkent University. During his Ph.D., he attended the course related 

to 3D VLEs and involved 3D VLE projects. He designed and developed 3D VLE 

and took part in related conference (see Kilis et al., 2015). His research interests 

include virtual reality, augmented reality, and distance education. 
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3.10 Ethical Considerations  

Ethical issues in the data collection and dissemination of findings are likely to arise 

in qualitative studies (Merriam & Tisdell, 2015). In this study, the ethical issues 

were considered detailed throughout the research process: 

After reviews and corrections of the instruments, to conduct research and start data 

collection, permission from the Ethics Committee was necessary to obtain from 

both institutions, Baĸkent University and METU. Therefore, all instruments and 

voluntary participation forms and information form including the purpose and 

summary of the thesis were sent to the Ethics Committee of the Baĸkent University 

(where the research setting is located) and Institutional Review Board (IRB), 

namely METU Applied Ethics Research Center. The research permit was approved 

by the Ethics Committee of Baĸkent University and METU (see Appendix P).   

At the beginning of the study, the researcher contacted participants, and informed 

them of the general purpose and research process of the study. All participants 

were selected based on their willingness to participate in the research by filling 

Code of Conduct Form (see Appendix F). They were informed that the research did 

not include any harm (physical or psychological), illegal or misbehaviors for the 

participants. They were not deceived in any way throughout the study.  

A pseudonym (e.g., Mila, Thomas) was given to each participant to keep their 

identity confidential during the research. Each participant attended to the speaking 

exams (a pre-test and a post-test), participated in in-class and out-of-class task 

sessions in TeachinGrid, filled the questionnaires and was interviewed by using the 

given pseudonym.  

During the data collection process, the researcher respected the site, and disrupt as 

little as possible. The researcher provided rewards to participants for participating 

in the research. Participants who were accepted to attended to the research would 

be awarded by the Computer II course instructor. Each participant could get 

maximum 10 points. The point that the EFL learners would be awarded was 
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determined according to the performance of the participant by the EFL instructor. 

All participants in any part of data collection treated with respect.  

Moreover, in order to protect participantsô data and maintain confidentiality, only 

researcher, instructor and the participants had access to the virtual environments 

including Moodle, Zoom and TeachinGrid 3D VLE.  Additionally, the data 

obtained from the data collection were not shared with any third party and names 

of the participants were not associated with the particular set of data anywhere.  

During the data analysis, the researcher reported multiple perspectives and contrary 

findings. The findings were compared with the findings of other studies in the 

literature as well. He respected the privacy and anonymity of participants. 

Additionally, while writing the findings and conclusion of the study, the neutrality 

of the researcher maintained by depending only on the data being derived from 

questionnaires, interviews, documents, and observations. Unbiased language 

appropriate for audiences of the research were used by the researcher. 

3.11 Delimitations and Limitations of the Study  

3.11.1 Delimitations  

The delimitations in this qualitative research are related to transferability (Lincoln 

& Guba, 1985). Merriam and Tisdell (2015) pointed out ñIn qualitative research, a 

single case or a small, nonrandom, purposeful sample is selected precisely because 

the researcher wishes to understand the particular in depth, not to find out what is 

generally true of the manyò (p.254).  

In this context, a rich and thick description was employed in the study as follows: 

detailed information on the case, research setting, participants, and detailed 

description of data collection and analysis procedure and findings with adequate 

evidence were given. They were explained clearly as much as possible in the study 



 

 

159 

to enable researchers understand the investigated phenomenon and assess the 

findings of the study.  

Another delimitation is related to nature of the case study. This case study was a 

bounded system, delimited by place (situated at a foundation university-Baĸkent 

University Faculty of Education, Department of Foreign Languages, Program in 

English Language Teaching), by the group of people (Department of Foreign 

Languages, Program in ELTï EFL learners), by time (limited to data collection). 

Specifically, it was delimited to EFL learnersô level of cognitive presence in the 

English-speaking module context within 3D VLE in Baĸkent University, Faculty of 

Education. After the pilot study following by consultation with experts (from CEIT 

and ELT program), EFL students from the ELT Program were included.  

3.11.2 Limitations  

The nature of qualitative analysis techniques and the context of the study was also 

put some limitations on this study. A variety of the EFL learnersô motivations on 

the language education may affect the data collection process and the findings of 

this study were limited by their honest responses to the surveys, nonbiased 

participation to the research and honesty during the interview process.  

In addition, the óSpeaking Tasks in 3D Virtual Learning Environmentô module was 

integrated to Computer II- a must course including topics related to 3D VLEs. Due 

to the limitation of the course curriculum, limited number of speaking tasks were 

created for short time period (4 weeks). Moreover, although the Computer II course 

was a first-year course (for freshmen), there were 12 freshmen, 4 sophomores and 5 

juniors enrolled in the course in the Spring semester of 2018-2019 Academic Year. 

The year of study could affect the results of the CoI Survey.  

Although the findings of the data analysis are largely limited to interpretations of 

the researcher, the researcher gathered, analyzed, and interpreted the data by testing 
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reliability and validity of data and the data analysis, to ensure that the findings are 

separated from his personal beliefs and values. 
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CHAPTER 4  

4 RESULTS 

This chapter presents the findings of the study. The findings are organized and 

presented in parallel with the research questions, respectively in two parts. 

In the first part, the findings of descriptive statistics about EFL learnersô 

community of inquiry, cognitive presence, social presence, and teaching presence 

are presented by the analysis of CoI Survey. Since one of the unit of interest in the 

study was CP level in 3D VLE, the screen capture recordings of task sessions (in-

class and out-of-class) were analyzed by modified MUVEEET and examples 

(messages) of CP indicators were provided to support the CP results derived from 

the CoI Survey.  

Participantsô responses to the CoI Survey were analyzed by descriptive statistics to 

determine the answers to the first research question by utilized SPSS statistical 

software (IBM SPSS Statistics 22). Mean, standard deviation, minimum and 

maximum scores of each item of CP were calculated. Additionally, the various 

descriptive results are also given in this chapter as listed below: 

¶ CoI, CP, SP, TP  

¶ CP Grouped by its sub-categories (CP, Triggering Event, Exploration, 

Integration, Resolution) 

¶ Cognitive Presence Grouped by its items (from item 23 to item 34 in the 

CoI Survey) 

¶ Frequency of responses to each CP item(indicator) 

In the second part, the findings were given related to the second research question. 

In consideration of second research question, ASA was conducted to understand 

the dynamics of 3D VLE and to analyze what factors influenced EFL learnersô CP 
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in 3D VLE both positively and negatively. The CP activity system was examined 

in detail to reveal all the components and dynamics of it by following each step in 

the updated version of Jonassen and Rohrer-Murphyôs (1999) checklist. 

4.1 EFL Learnersô Level of Cognitive Presence  

In the study, data related to 21 EFL learnersô levels of CP were collected with the 

self-report data obtained using the CoI Survey and using descriptive statistical 

techniques. Although the CoI survey was considered as a valid instrument to 

determine the existence and level of CP, it may not be completely helpful due to 

the small number of participants. The researcher used data triangulation to uncover 

the CP elements as perceived by EFL learners through interviews, Inquiry and 

Reflection Form surveys, and as perceived by the researcher and experts by the 

analysis of task sessionsô screen capture recordings. Modified MUVEEET-Form 

guided by the coding scheme suggested by Shea et al. (2010) was used in the 

analysis of task session recordings. 

The first research question ñRQ1. What are the Cognitive Presence levels of EFL 

learners engaging in reasoning-gap activities in the synchronous online English-

speaking module within a 3D VLE (specifically OpenSimulator with SLOODLE) 

based on self-report and direct observation?ò examined in this part. In addition to 

CP, TP, SP and CoI levels were also examined to evaluate the general levels of CoI 

and its components in 3D VLE. Reported descriptive statistics in this study 

included the means, standard deviations, and the minimum to maximum scores for 

the CoI survey and its components. 

The findings of descriptive statistics about EFL learnersô CoI, CP, SP, and TP 

levels from the CoI Survey (5-point Likert-type including 34 items; TP with 13 

items, SP with 9 items, CP with 12 items) are presented in Table 4.1. 

 



 

 

163 

Table 4.1 Descriptive Statistics of EFL Learnersô CoI, TP, SP, CP 

CoI Survey M SD Min. Max. 

CoI 4.19 .17 3.26 4.95 

TP 4.44 .41 3.46 5.00 

SP 4.03 .72 2.44 5.00 

CP 4.11 .74 2.58 5.00 

Note. N=21 

ñ1 = Strongly Disagree; 2 = Disagree; 3 = Neutral; 4 = Agree; 5 = Strongly Agreeò 

 

According to the results, EFL learnersô levels of the CoI had a mean score of 

M=4.19 (SD=0.17). The descriptive analysis of data derived from the CoI Survey 

showed that EFL learners had high scores on each presence of CoI in 3D VLE. 

Considering three-presences of the CoI, TP mean score was relatively higher than 

CP and SP. TP had the highest mean score (M=4.44) whilst the SP was the lowest 

(4.03). 

Although all presences had similar mean scores (higher than 4.0 ï agreement on 

the items), a mean score of 4.0 in any item equated to an agreement with the 

statement in the CoI Survey, and a standard deviation of less than 1.0 suggested 

stronger agreement. They mostly agreed all the items in the CoI survey. The mean 

scores and standard deviations of CP and SP were relatively similar. The standard 

deviations of CP and SP were relatively higher than the standard deviation of TP.  

4.1.1 Cognitive Presence Grouped by its sub-categories  

The results of descriptive statistics about EFL learnersô CP grouped by its sub-

categories are presented in Table 4.2. 
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Table 4.2 Descriptive Statistics of CP Grouped by its sub-categories 

CoI Survey M SD Min. Max. 

CP 4.11 .74 2.58 5.00 

Triggering Event 4.08 .84 2.00 5.00 

Exploration 4.02 .84 2.33 5.00 

Integration 4.16 .82 2.00 5.00 

Resolution 4.17 .80 2.33 5.00 

N=21 

 

Considering sub-categories of CP, Resolution had the highest mean score of 4.17 

and standard deviation .80, while the Exploration had the lowest mean score of 

4.02 and standard deviation .84. Resolution and Integration means scores were very 

close to each other. The EFL learners have reported high levels of agreement for all 

four categories of CP items. Each of these sub-categories and their items with their 

descriptive statistics were presented in Table 4.3. 

Table 4.3 Descriptive Statistics of the CoI Survey Grouped by its CP items 

CP Phase / 

Item # 

 Definition M SD Min. Max. 

Triggering 

Event 

     

Item-23 ñProblems posed increased my interest 

in course issues.ò 

4.29 .96 2.00 5.00 

Item-24 ñCourse activities piqued my 

curiosity.ò 

3.90 1.14 1.00 5.00 

Item-25 ñI felt motivated to explore content 

related questions.ò 

4.05 .92 2.00 5.00 
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Table 4.3 (continued) 

CP Phase / 

Item # 

 Definition  M  SD Min. Max. 

Exploration       

Item-26 ñI utilized a variety of information 

sources to explore problems posed in 

this course.ò 

3.86 1.11 2.00 5.00 

Item-27 ñBrainstorming and finding relevant 

information helped me resolve content 

related questions.ò 

4.19 .81 2.00 5.00 

Item-28 ñOnline discussions were valuable in 

helping me appreciate different 

perspectives.ò 

4.00 

 

1.22 2.00 5.00 

Integration       

Item-29 ñCombining new information helped me 

answer questions raised in course 

activities.ò 

4.14 .91 2.00 5.00 

Item-30 ñLearning activities helped me construct 

explanations/ solutions.ò 

4.24 .83 2.00 5.00 

Item-31 ñReflection on course content and 

discussions helped me understand 

fundamental concepts in this class.ò 

4.10 1.14 2.00 5.00 

Resolution       

Item-32 ñI can describe ways to test and apply 

the knowledge created in this course.ò 

4.19 .87 3.00 5.00 

Item-33 ñI have developed solutions to course 

problems that can be applied in 

practice.ò 

4.24 .89 2.00 5.00 

Item-34 ñI can apply the knowledge created in 

this course to my work or other non-

4.10 1.10 2.00 5.00 
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CP Phase / 

Item # 

 Definition  M  SD Min. Max. 

class related activities.ò 

The mean scores of each item of CP in the CoI survey showed that all the items in 

each phase had mean score around overall mean scores of CP and the CoI. The 

highest mean score belonged to the item 23 - ñProblems posed increased my 

interest in course issuesò (M=4.29, SD=.96). whereas the lowest mean score was 

items 26 - ñI utilized a variety of information sources to explore problems posed in 

this course.ò (M=3.86, SD=1.11). Frequency and percentages of responses to each 

CP item(indicator) of the CoI Survey is presented in Table 4.4. 

Table 4.4 Frequency and Percentage of Responses to each CP Item 

CP Phase/ 

Item # 

 

Strongly 

Disagree (1) 

Disagree 

(2) 

Neutral (3) Agree (4) Strongly 

Agree (5) 

f % f % f % f % f % 

Triggering 

Event 

          

Item 23 0 0% 1 4.76% 4 19.05% 4 19.05% 12 57.14% 

Item 24 1 4.76% 2 9.52% 2 9.52% 9 42.86% 7 33.33% 

Item 25 0 0% 1 4.76% 5 23.81% 7 33.33% 8 38.10% 

Exploration           

Item 26 0 0% 3 14.29% 5 23.81% 5 23.81% 8 38.10% 

Item 27 0 0% 1 4.76% 2 9.52% 10 47.62% 8 38.10% 

Item 28 0 0% 4 19.05% 3 14.29% 3 14.29% 11 52.38% 
 

Integration           

Item 29 0 0% 1 4.76% 4 19.05% 7 33.33% 9 42.86% 

Item 30 0 0% 1 4.76% 2 9.52% 9 42.86% 9 42.86% 

Item 31 0 0% 3 14.29% 3 14.29% 4 19.05% 11 52.38% 

Resolution           

Item 32 0 0% 0 0% 6 28.57% 5 23.81% 10 47.62% 
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Item 33 0 0% 1 4.76% 3 14.29% 7 33.33% 10 47.62% 

Item 34 0 0% 3 14.29% 2 9.52% 6 28.57% 10 47.62% 

After the descriptive statistics, results of each phase of CP were presented in detail 

in the following section. Additional supportive data derived from interviews and 

Inquiry Forms were given in each phase of CP. Moreover, the examples of each 

phase which were coded from screen capture recordings by using the modified 

MUVEEET-Form analyzed by the researcher and the intercoder (expert).  

4.1.1.1 Triggering Event 

The results of descriptive analysis of the CoI Survey in terms of Triggering Event 

phase of CP were summarized below: 

Á The highest mean score belonged to the item 23 - ñProblems posed 

increased my interest in course issuesò (M=4.29, SD=.96) whereas the 

lowest mean score was item 24 - ñCourse activities piqued my curiosity 

(M=3.86, SD=1.11).  

Á Majority of the EFL learners (76.19%, N=16) thought that ñproblems posed 

increased their interest in course issuesò, while some others (23.81%, N=5). 

was undecided about this item.  

Á Similarly, majority of them (76.19%, N=16) thought that ñcourse activities 

piqued their curiosityò while some students (14.29%, N=3) did not report 

the same way. 

Á Similarly, majority of the EFL learners (71.43%, N=15) felt motivated to 

explore content related questions, while some students (23.81%, N=5) were 

undecided about this item. 

Some of the EFL learnersô messages and/or answers which were coded in the 

Triggering Event level were presented below: 
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The questions and answers made, and the video watched before the task 

were the first steps that started us talking. After that, short speeches were 

organized. (Jessica G1-IS-T1) (Q1). 

The fact that our teacher asked us questions before the task started [before 

the task cycle] allowed us to do something for the task. (Evelyn G4-IS-T2) 

(Q2). 

An example of Triggering Event message in Task 3 is Oliver asking question at the 

beginning of the task preparation: 

Oliver G3: So, whoôs gonna present the physical appearance? 

To which Megan replies: 

Megan G3: me. 

Oliver G3: Give us your idea. (G3-MUVEEET-T3 out-of-class-task 

session). 

Another example of Triggering Event message in Task 4 is Eva-The Instructor 

asking question at the beginning of the task: ñHow can you spot fake news?ò(The 

Instructor - MUVEEET-T4 in-class-task session). 

4.1.1.2 Exploration 

The results of descriptive analysis of the CoI Survey in terms of Exploration phase 

of CP were summarized below: 

Á The highest mean score belonged to the item 27 ï ñBrainstorming and 

finding relevant information helped me resolve content related questionsò. 

Whereas the lowest mean score was item 26 ï ñI utilized a variety of 

information sources to explore problems posed in this course.ò. 

Á Majority of the EFL learners (61.9%, N=13) thought that they ñutilized a 

variety of information sources to explore problems posed in the courseò.  
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Á Similarly, majority of them (85.71%, N=18) also rated that ñbrainstorming 

and finding relevant information helped them resolve content related 

questionsò.  

Á In addition, majority of them (66.67%, N=14) rated that ñonline discussions 

were valuable in helping them appreciate different perspectivesò.  

 

Noting that the instructor did not attend to out-of-class task sessions and EFL 

learners did not assigned to breakout rooms since they were the only one group in 

TeachinGrid. The instructor visited each group at least minimum one time to 

answer their questions related to the task. She provided clarification on the related 

task by summarizing the task, negotiated on the roles, and talked about what they 

were going to do in their role-plays. The instructor asked questions that incited 

exploration in EFL learners. These were generally focus on asking for clarification, 

exploring different sides of an issue, or asking for evidence to move the discussion 

along towards integration. When each group visiting had finished, she was moved 

to another breakout room. In each task the same procedure was followed.  

EFL learners began to understand the nature of problem and started to search for 

relevant information and possible explanations for the task topic in Exploration 

phase. They sometimes shared their rationale, started brainstorming ideas, and 

exchanged resources or examples and conclusions about the task topic. However, 

these conclusions were primarily based on personal experience in this phase. 

Some of the EFL learnersô messages and/or answers which were coded in the 

Exploration level were presented below: 

I went around the virtual environment [TeachinGrid] and examined the 

surrounding objects. I tried to interact with objects, I tried to move objects 

in the store. (Michelle G5-IS-T1) (Q3).  

I searched for a few flower terms on web pages and thought how I could 

add something new and beautify the environment [the assigned stop]. (Mila 

G5-IS-T1). (Q4). 
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An example of Exploration message in Task 1 is Thomas offering suggestion for 

consideration to Mila: ñYou can talk about flowers origins, colorsò (Thomas G5-

MUVEEET out-of-class-task session-T1). 

Another example of Exploration message in Task 3 is Oliver sharing opinion to the 

group members: 

I think if the railway station in 2030s, probably it can be very 

technologicalé (Oliver G3-MUVEEET-T3 out-of-class-task session). 

4.1.1.3 Integration 

The results of descriptive analysis of the CoI Survey in terms of Integration phase 

of CP were summarized below: 

Á The highest mean score belonged to the item 30 ï ñLearning activities 

helped me construct explanations/solutions.ò whereas the lowest mean 

score was item 31 ï ñReflection on course content and discussions helped 

me understand fundamental concepts in this class.ò.  

Á Majority of them (76.19%, N=16) thought that ñcombining new 

information helped them answer questions raised in course activitiesò.  

Á Similarly, again majority of them (85.71%, N=18) thought ñlearning 

activities helped them construct explanations and solutionsò.  

Á In addition, majority of them (71.43%, N=15) rated that reflection on 

course content and discussions helped to understand fundamental concepts 

in this class.  

EFL learners had 15 minutes for collaboration with their group members in 

breakout rooms in order to find solution for the task (task plan) The instructor 

informed the EFL learners how much time left for the closing of breakout rooms.  

According to the data analysis of screen recordings, an example of the message 

coded in Integration level was Evelynôs commenting on the news in Task 2:  
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Itôs medical problem and itôs very bad, I think. Because she has a rare 

genetic mutation itôs so bad, I donôt want to be like her Evelyn. 

 

To which David connecting his ideas on Evelynôs ideas:  

I think it has advantages and disadvantages you canôt feel any pain that is a 

good thing but it when you cut yourself you can d* because you canôt feel it. 

You cannot feel that you are losing blood, the painé (Evelyn G4 & David 

G4-MUVEEET-T4 out-of-class-task session). 

4.1.1.4 Resolution 

The results of descriptive analysis of the CoI Survey in terms of Resolution phase 

of CP were summarized below: 

Á The highest mean score belonged to the item 33 ï ñI have developed 

solutions to course problems that can be applied in practice.ò. Whereas the 

lowest mean score was item 34 - ñI can apply the knowledge created in this 

course to my work or other non-class related activities.ò. 

Á Majority of them (71.43%, N=15) rated that they can describe ways to test 

and apply the knowledge created in this course.  

Á Majority of them (80.95%, N=17) rated that they have developed solutions 

to course problems that can be applied in practice.  

Á And majority of them (76.19%; N=16) also rated that they can apply the 

knowledge created in this course to their work or other non-class related 

activities. 

 

According to screen recordings, the instructor asked the EFL learners begin for the 

role-play and informed them for the possible technical problems (e.g., microphone) 

which could affect their performance on the task negatively. At the end of each 

group performance on the task, she asked and encouraged EFL learners for the 

comments related to the performance. They defended and performed their solutions 
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for the task problem. They teleported to Social Area to vote for other groupsô 

performance after all groupsô roleplay or presentation. 

Some of the EFL learnersô messages and/or answers which were coded in the 

Resolution level were presented below: 

For example, when I go abroad, I may be in a position to work as a sales 

assistant. There I got an idea of how I should communicate with customers, 

or how I should prepare myself, that I should make a research on things I 

don't know beforehand. I think I can use it later in my life. (David-INTWS-

T1) (Q5). 

4.1.2 Modified MUVEEET Results 

With an inter-rater, four out of class task sessions were analysed. The observation 

in Task 1 was the Group 5 consisting of Michelle, Mila, and Thomas. Mila 

explained the roles for the clarification at the beginning of the task preparation. 

They shared their roles and Michelle stated ideas about the task. After 

brainstorming among group members, they clicked on the TeachinGrid Map to 

teleport to the assigned shop (ñEmerald Floristò- shop) to perform the task. Then, 

the researcher and store manager teleported to the ñFree Materials Areaò by using 

the TeachinGrid Map near the assigned shop. Store manager decided to which 

poster is suitable for their shop to make it attractive for other customers. During 

this process, other group members shared their opinions to each other. After 

choosing, the researcher took the posters and teleported back to the assigned shop 

by using the TeachinGrid Map. Other group members suggested and connecting 

their ideas on the place of poster to be hanged. After that they applied the 

knowledge into the roleplay.  

The observation in Task 2 was the Group 1 consisting of Isabella, Jessica, Olivia, 

and William. The preparation process started with the question of Isabella to define 

the task. They shared their roles. Then, they exchanged their ideas about what they 
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would do related to the selected role in the task. Isabella connected her ideas on 

other group memberôs ideas. After that they applied the knowledge into the 

roleplay. 

The observation in Task 3 was the Group 3 consisting of Megan, Oliver, Samantha, 

and Tracy. The preparation process started with the question of Oliver on role 

sharing for the presentation. They chose their roles and shared their opinions. 

Occurrence of integration of the ideas was not identified. After that they applied 

the knowledge into the presentation. 

The observation in Task 4 was the Group 4 consisting of David, Evelyn, Grace, and 

Lauren. The preparation process started with the suggestion of David on his role in 

the presentation without sharing the roles among the group. They used the same 

roles as in in-class task session. After other group members approved Davidôs 

suggestion, they stayed silent for a short time. They searched about the fake or real 

news on the web sources. They downloaded the news template from Moodle page.  

They decided on the news to be used in the presentation. David uploaded the 

presentation to Moodle and the researcher made it available on Presentation Area. 

Each of the group member justified the prepared news and shared their ideas. After 

that they applied the knowledge into the presentation.  

Based on the observations by the researcher and the inter-coder, evidence of each 

category of CP was found. However, integration level of CP was limited in the 

number of occurrences in the out-of-class task recordings.  

4.1.3 Summary of the findings related to the CoI Survey 

According to the results, EFL learnersô levels of the CoI has a mean score of 4.19. 

(SD=0.17). The descriptive analysis of survey data shows that EFL learnersô 

ratings for each presence of COI in 3D VLE was high. Considering three-presences 

of the CoI, TP mean score was relatively higher than CP and SP. TP had the 

highest mean score (4.44) whilst the SP was the lowest (4.03). 
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Considering sub-categories of CP, Resolution had the highest mean score of 4.17 

and standard deviation .80, while the Exploration had the lowest mean score of 

4.02 and standard deviation .84. Resolution and Integration means scores very 

close to each other. The findings suggested that the EFL learners reported a high 

level for the four categories of CP. 

4.2 Factors Influencing EFL learners' Cognitive Presence within Activity 

Theory Scope 

In consideration of second research question, activity system analysis was 

performed to understand the dynamics of 3D VLE and to analyze what factors 

infuenced EFL learnersô CP in 3D VLE both positively and negatively. The 

research question that was investigated in this part is the following.  

RQ2. What are the factors that influence Cognitive Presence levels of EFL learners 

engaging in reasoning-gap activities in the synchronous online English-speaking 

module within a 3D VLE (specifically OpenSimulator with SLOODLE)? 

In this study, an updated version of Jonassen and Rohrer-Murphyôs (1999) 

checklist, a detailed checklist to implement AT as an analysis tool, was used to 

understand the context and focus on some important parts of the data (Jonassen and 

Rohrer-Murphy, 1999; Karakuĸ, 2011; Reisoĵlu, 2014) 

Updated version of Jonassen and Rohrer-Murphyôs (1999) checklist was listed 

below: 

1. ñClarification of the purpose of activity systemò 

1.1. ñUnderstand relevant context(s) within which activities occurò 

1.2. ñUnderstand the subject(learner), his/her motivations, and interpretations 

of perceived contradictionsò 

2. ñAnalysis of the activity system by identifying and describing its componentsò 

2.1. ñDefine the subjectò 

2.2. ñDefine community - communities ñ 
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2.3. ñDefine the objectò 

3. ñAnalyze Mediatorsò  

3.1. ñTool mediators and mediationò 

3.2. ñRule mediators and mediationò  

3.3. ñDivision of laborò  

4. ñAnalysis of the activity structureò  

4.1. ñDefine the activities, actions, and operationsò  

5. ñAnalysis of the activity systemôs dynamicsò  

5.1. ñWhat are the interrelationships that exist within the components of the 

system and how they influenced the processes?ò (pp. 71-78). 

In the following sections, the results of the study for the second research question 

will be presented within the activity system scope, with its components and 

dynamics. 

4.2.1 Step 1 - Clarif ication of the Purpose of Activity System 

In this study, the ópurpose of the activity systemô was to provide and ensure 

cognitive presence of EFL learners in 3D VLE (TeachinGrid). By the activity 

system analysis (ASA), it was aimed to understand the dynamics of 3D VLE in 

depth and to explore what factors influenced CP in the 3D VLE. Detailed 

information about TeachingGrid and all procedures were provided in the Method 

section regarding this step. 

4.2.2 Step 2 - Analysis of the activity system by identifying and 

describing its components  

In this step, the components of the given activity, namely the ósubjectô, óobjectô, 

ócommunityô, ótoolsô, órulesô and ódivision of labourô, are defined in depth. 

(Dimitrakopoulos, Uden, and Varlamis, 2020; Uden, Valderas, & Pastor, 2008). 

The components of the CP activity system were summarized in Table 4.5.  
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Table 4.5 The Components of the Activity System on CP 

Component Definition 

Subject EFL Learners  

Object To provide/ensure cognitive presence of EFL learners in 3D 

VLE (TeachinGrid) 

Community Instructor, researcher (as a technician and a designer), EFL 

learners, and group members 

Tools - Presentation Tools  

- Communication-Interaction Tools 

- Information Tools 

- Navigation Tools 

- Motivation Tools 

- Technical Infrastructure 

- Speaking Tasks 

Rules - Code of Conduct  

- General rules 

- Task rules 

Division of labour - Helping and assisting the group members during the 

speaking task by sharing information and the roles equally 

by EFL learners 

- Assigning tasks to EFL learners, presenting the content, 

and providing information exchange among them by 

Instructor 

- Dealing with the technical problems and helping the 

instructor about the flow of tasksô procedure by the 

Researcher. 
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The elements of the CP activity system; the subject, object, outcome, community, 

tools, rules, division of labour, which were identified as a result of the analysis of 

qualitative data (Reflection, Inquiry and General Evaluation Forms, interview 

transcriptions, observation data from screen capture recordings (Emerged Tensions 

in 3D VLE - Form), are described in detail below: 

4.2.2.1 Subject 

The subject within an activity system as óthe individual or groups of individuals in 

an activityô (Jonassen & Rohrer-Murphy, 1999; Yamagata-Lynch, 2010). In this 

case, the subject was the EFL learners in activity system of CP. On the other hand, 

the instructor and the researcher (designer and technician) were in the role of 

subjects who were trying to provide TP, SP and CP of the EFL learners.  

As mentioned before, EFL learners were enrolled in Computer II course (óSpeaking 

Tasks in a 3D Virtual Learning Environmentô Module was integrated to it) in the 

Spring Semester of 2018-2019 at the Programme of ELT, Department of Foreign 

Languages, Faculty of Education, Baĸkent University. The Computer II course, in 

which the óSpeaking Tasks in a 3D Virtual Learning Environmentô was integrated, 

was mandatory for freshman EFL learners. In addition to 12 freshman EFL 

learners, five junior (Anna G6, Bella G6, David G4, Margaret G2, and William G1) 

and four sophomore (Grace G4, Jack G2, Mila G5, and Tracy G3) EFL learners 

were enrolled in the course. Majority of the EFL learners were took the course for 

more than one time due to different purposes and failing reasons. Specifically, they 

were given in Table 4.6 below:  
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Table 4.6 Reasons to repeating the óComputer IIô course 

Group F1 Grade F2 Grade Upgrade the CGPA 

G1 Isabella, William 
a
 William - 

G2 - - Jack, Lily, Margaret 

G3 Tracy - Megan 

G4 David 
b
 Grace - 

G5 Thomas 
b
 Mila - 

G6 Anna, Lucas - Bella 

Note. F1 grade is given to students who attended the course but failed, F2 is given 

to student who failed the course due to unattendance. CGPA stands for Cumulative 

Grade Point Average. 

a 
William G1 took 2 times; first F2, then F1 was taken. 

b 
David G4 and Thomas G5 took 2 times and both failed by F1 grade. 

 

EFL learners met with instructor and the researcher for the first time in this course. 

An EFL learner who failed the course with óF1ô grade was not required to attend to 

the course; however, they were attended to this course at satisfactory level.  

4.2.2.1.1 Beliefs of EFL learners about the usefulness of VW 

Since using a VW required some level of technical knowledge, the EFL learnersô 

level of Computer Technology, being technologically savvy and confidence in 

being able to use the VW were explored. Majority of EFL learners considered 

themselves as intermediate level in terms of Computer Technology (71.43%, 

N=15) (beginner level: 28,57%, N=6). None of them considered themselves as 

experts in this area. Moreover, majority of EFL learners did not consider 

themselves technologically savvy (81%, N=17). About their confidence in being 

able to use the VW, students were either undecided (38.1%, N=8) or disagreed 

(23.8%, N=5) On the other hand, they were more likely to agree or strongly agree 

with the perceived benefits of a VW in terms of usefulness in improving English 
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speaking skill, usefulness for social interaction, usefulness to themselves, and 

usefulness in terms of improving the quality of life. Reporting the differences 

between individuals participating in the same activity was important to understand 

the experience of individuals, in depth. As previously mentioned, EFL learners 

attended to this course at satisfactory level and had different speaking durations 

depending on the role taken by the group members.  

4.2.2.1.1.1 Additional information of EFL learners  

Reporting the differences between individuals participating in the same activity 

was important to understand the experience of individuals, in depth. As previously 

mentioned, EFL learners attended to this course at satisfactory level and had 

different speaking durations depending on the role taken by the group members. 

Some of the important aspects of the subject were given in Table 4.7 below and 

more details can be found in the previous chapter (see Section 3.5.1 Participants of 

the study). 

Table 4.7 Attendance and Speaking Exam Scores of EFL learners 

Pseudonym 

/ Group 

Name 

Group 

Name 

Attendance at Task Sessions 

(#) 

Speaking Exam 

Scores 

(points) 

In- 

class 
a
 

Out-of-

class 
b
 

TOTAL  

Attendance 

Pre-test Post-test 

Anna G6 6 

(100%) 

4 

(100%) 

10  

(100%) 

48.00 48.00 

Bella G6 3 

(50%) 

3 

(75%) 

6 

(60%) 

46.00 60.00 

David  G4 3 

(50%) 

4 

(100%) 

7 

(70%) 

 

48.00 60.00 

Evelyn G4 6 

(100%) 

4 

(100%) 

10 

(100%) 

26.00 48.00 

Grace G4 5 

(83.3%) 

4 

(100%) 

9 

(90%) 

46.00 58.00 

Isabella G1 5 

(83.3%) 

4 

(100%) 

9 

(90%) 

58.00 60.00 
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Table 4.7 (continued) 

Pseudonym 

/ Group 

Name 

Group 

Name 

Attendance at Task Sessions 

(#) 

Speaking Exam 

Scores 

(points) 

In- 

class 
a
 

Out-of-

class 
b
 

TOTAL  

Attendance 

Pre-test Post-test 

Anna G6 6 

(100%) 

4 

(100%) 

10  

(100%) 

48.00 48.00 

Bella G6 3 

(50%) 

3 

(75%) 

6 

(60%) 

46.00 60.00 

David  G4 3 

(50%) 

4 

(100%) 

7 

(70%) 

 

48.00 60.00 

Evelyn G4 6 

(100%) 

4 

(100%) 

10 

(100%) 

26.00 48.00 

Grace G4 5 

(83.3%) 

4 

(100%) 

9 

(90%) 

46.00 58.00 

Isabella G1 5 

(83.3%) 

4 

(100%) 

9 

(90%) 

58.00 60.00 

Jack G2 6 

(100%) 

3 

(75%) 

9 

(90%) 

48.00 60.00 

Jessica G1 6 

(100%) 

4 

(100%) 

10 

(100%) 

38.00 50.00 

Lauren G4 6 

(100%) 

4 

(100%) 

10 

(100%) 

22.00 32.00 

Lily  G2 6 

(100%) 

3 

(75%) 

9 

(90%) 

38.00 48.00 

Lucas G6 2 

(33.3%) 

4 

(100%) 

6 

(60%) 

60.00 60.00 

Margaret G2 1 

(16.7%) 

3 

(75%) 

4 

(40%) 

36.00 38.00 

Megan G3 4 

(66.7%) 

4 

(100%) 

8 

(80%) 

24.00 36.00 

Michelle G5 6 

(100%) 

3 

(75%) 

9 

(90%) 

48.00 60.00 

Mila G5 4 

(66.7%) 

3 

(75%) 

7 

(70%) 

46.00 60.00 

Oliver G3 5 

(83.3%) 

4 

(100%) 

9 

(90%) 

60.00 60.00 

Olivia G1 6 

(100%) 

4 

(100%) 

10 

(100%) 

38.00 46.00 

Samantha G3 6 

(100%) 

4 

(100%) 

10 

(100%) 

32.00 50.00 
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Pseudonym 

/ Group 

Name 

Group 

Name 

Attendance at Task Sessions 

(#) 

Speaking Exam 

Scores 

(points) 

In- 

class 
a
 

Out-of-

class 
b
 

TOTAL  

Attendance 

Pre-test Post-test 

Thomas G5 5 

(83.3%) 

3 

(75%) 

8 

(90%) 

44.00 50.00 

Table 4.7 (continued) 

Pseudonym 

/ Group 

Name 

Group 

Name 

Attendance at Task Sessions 

(#) 

Speaking Exam 

Scores 

(points) 

In- 

class 
a
 

Out-of-

class 
b
 

TOTAL  

Attendance 

Pre-test Post-test 

Tracy G3 5 

(83.3%) 

4 

(100%) 

9 

(90%) 

34.00 44.00 

William G1 2 

(33.3%) 

4 

(100%) 

6 

(60%) 

48.00 58.00 

Note. 

a
 In-class task sessions included 2 training and 4 in-class task session. 

b
 Out-of-class task sessions included 4 out-of-class task session. 

4.2.2.1.2 External and Internal Motives Driven the Subject  

EFL learnersô motives to complete the tasks in 3D VLE were driven by external 

and internal factors as explained below: 

External motives  

EFL learners who attended participated to the research and completed the 

requirements would be were awarded by the Computer II course instructor. Each 

EFL learner could get maximum 10 points to the term grade. The point that the 

EFL learners would be awarded by the EFL instructor was determined according to 

their performance. Moreover, at the end of each in-class-task session, the best 

performed group who was voted by the other groupsô members would get extra 5 

points to the task performance grade. One of EFL learners mentioned their 

motivation related to the course in the interview and stated as:  
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What really motivated me was getting good grades from the lesson. So, we 

forced ourselves as a group é We never gave up, we really tried to do all 

the tasks in the best way. Of course, it is for passing the course. (Isabella 

G1-INTWS) (Q6). 

Internal motives 

After TeachinGrid was introduced to EFL learners by the researcher, majority of 

the EFL learners reflected that they had positive thoughts related to TeachinGrid as 

first-time users. Some of the EFL learnersô thoughts related to TeachinGridôs being 

enjoyable were presented below: 

It is very enjoyable while using the character [avatar] since it gives a feeling 

of playing. Such environments can also make learning more active. (Lily 

G2-RS-T0) (Q7). 

... it is actually like a game; people are eager to achieve something. It is a 

beautiful thing. (Thomas G5-INTWS) (Q8). 

Moreover, some of them reported TeachinGridôs role on speaking skills as stated 

below: 

I think this environment is a fun application that helps improve foreign 

language skills. (Michelle G5-RS-T0) (Q9). 

As a first-time user of the TeachinGrid environment, it is a fun, enjoyable 

environment that allows English speaking. (Samantha G3-RS-T0) (Q10). 

In addition to them, some of them also thought that they can use 3D VLEs in their 

future careers as stated below: 

é I think it will contribute to language development. it is also one of the 

applications that we can do to our students professionally (Evelyn G4-RS-

T0) (Q11). 

Since I will continue as a teacher when my university life is over, I want to 

use this environment if I have the opportunity (Grace G4-RS-T0) (Q12). 
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EFL learnersô expectations and motivations can be summarized in Table 4.8 below. 

 

 

Table 4.8 EFL Learnersô Expectations and Motivations 

Source Expectation and Motivation of Participants 

External - Completion of the requirements brings maximum 10 points to the 

term grade (Summative evaluation) (External motive item 1) 

- The best performed group who was voted by the other groupsô 

members would get extra 5 points to the task performance grade in 

each task (Formative evaluation) (External motive item 2) 

- Compulsory attendance to the course (Undergraduate Regulations) 

(External motive item 3) 

Internal - Active learning because of enjoyable learning environment (Internal 

motive item 1) 

- Helping to develop foreign language skills (Internal motive item 2) 

- Providing enjoyable environment to speak in English (Internal 

motive item 3) 

- The purpose of using such environment in the future careers (Internal 

motive item 4) 

 

Moreover, 5 EFL learners shared their opinions on their motivations using by the 

member check form related to preliminary results of the study. The instructor also 

confirmed all the items related to the preliminary results of the EFL learnersô 

motivations by the member check form.  In addition, three EFL learners confirmed 

on all items. One of the EFL learners was undecided on External motive item 3 and 

Internal motive item 1 and the other one was on Internal motive item 2 and item 3. 

They did not add any comment on them. But one of the EFL learners stated on the 

confirmed items as below: 
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It was good for me to be given 10 points to the term grade as a result of the 

completion of the tasks, I completed the tasks and it made me highly 

motivated for the next tasks. (Megan G3 ï Member Check) (Q13). 

On the other hand, a few EFL learners reported not only positive thoughts 

including its being enjoyable and well-designed, but also negative thoughts 

including its being slow, need to be improved, not practical/convenient and having 

restrictions, about TeachinGrid environment. One of the EFL learners having 

negative thoughts about TeachinGrid environment reported its having restrictions 

and technical problems as below: 

As a someone who uses it [TeachinGrid] for the first time, I think it is too 

strict. The location of everything is certain, the things that the teacher will 

make us do are certain, you cannot do anything else. In terms of 

appearance, it was inadequate... I would not play, if it was a game. (David 

G4-RS-T0) (Q14). 

Additionally, EFL learnersô thoughts on the 3D VLE can be summarized in Table 

4.9 below. 

Table 4.9 Summary of EFL learnersô thought on the 3D VLE 

Thoughts on 3D VLE 

Positive Being enjoyable  

Well-designed environment 

Game like environment 

Helpful to improve the speaking skill  

Negative Being slow 

Need to be improved 

Not practical/convenient 

Having restrictions  

Having technical problems  
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EFL learners were expected to learn about the use of 3D VLE, perform reasoning 

gap speaking tasks, and synthesize information from different sources at as 

outcomes of the activity system. Since EFL learners had also worked as groups at 

most of the time, the ósubjectô consisted of both individual EFL learners and groups 

(any group member). In group activities of the tasks, there were some issues 

influenced individuals. Therefore, individual issues in group activities were also 

reported as subjectôs issues. Moreover, groups were also assumed as a part of 

community. When an issue is related the whole group, it is reported in Group 

members part.  A list of problems that EFL learners typically deal with will be 

presented in the next section under Community headline with the Group members 

category together. 

4.2.2.2 Object and Outcome 

The object of the activity is ñthe physical or mental product that is soughtò 

(Jonassen et al., 1999, p. 63). It relates to the goal of the learning activity 

(Kaptelinin & Nardi, 2006). The object of the CP activity system was óto provide 

cognitive presence of EFL learners in 3D VLE called as TeachinGridô. 

Reasoning gap speaking tasks were integrated into TeachinGrid in order to engage 

EFL learners cognitively and promote their CP. By participating in and completing 

the reasoning gap speaking tasks successfully in TeachinGrid, EFL learners were 

expected to achieve better command of English language speaking in various real-

life contexts created in 3D VLE.  

As mentioned before, the object of this 3D VLE activity was aligned to four 

reasoning gap speaking tasks that EFL learners worked in groups, applied a variety 

of resources, synthesizing information from a variety of sources, made roleplays 

and presentations to the other groups. 
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4.2.2.3 Community 

Community refers to ñthe sociocultural context in which the activity takes placeò 

(Collis & Margaryan, 2004, p.41). The community includes EFL learners, group 

members, the instructor, and the researcher (as a designer and technician). Each 

community member played important roles in achieving the object of the activity 

system. Detailed information on the roles of the community members is presented 

in the following sections.   

Itôs noteworthy that, an EFL learner as being the subject of the activity would be 

carrying out the speaking task either individually (e.g., discussions in pre-task 

phase of task sessions took place in Social Area or collaborating with other EFL 

learners or as a group (e.g., in all tasks in task-cycle phases of task sessions took 

place in Social Area, Presentation Area or various areas). The community (the 

other EFL learners, and the instructor) was constantly involved in the task. In 

addition, there were no disincentives existed for not completing the task sessions. 

Each community member roles were explained in detail below. 

4.2.2.3.1 EFL learners and Group members 

The EFL learners were one of the community members in the activity system. In 

CP activity system, EFL learners had roles and responsibilities categorized into 

speaking tasks and technical roles mentioned in Table 4.10.  
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Table 4.10 Roles and Responsibilities of EFL learners and Group Members 

Community 

Members  

Roles and responsibilities 

EFL Learners 

 

Speaking Tasks 

1. Performing the role-plays, presentations, other 

activities in given tasks accurately, 

2. Gaining knowledge and performing practices 

related to speaking tasks, 

3. Sharing information with group members 

(brainstorming),  

4. Answering the instructorôs questions, 

5. Following the task procedure accurately, 

6. Using different kind of sources (instructor, 3D 

VLE, group members, web sources), 

7. Answering questions with the help of information 

acquired in 3D VLE, 

8. Solving problems with the help of personal 

experiences, 

9. Making decisions about integration of ideas. 

Technical 

1. Checking the Internet connection (infrastructure) 

before the task sessions, 

2. Checking the sound system before the task sessions. 

3. Login to Zoom and TeachinGrid 3D VLE 

Group members  

(EFL learners as a 

group member) 

1. Sharing the roles equally, 

2. Sharing information related to the speaking tasks, 

3. Assisting the group members during the task 

performance. 
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EFL learners had individual problems related to their lack of enough vocabulary 

knowledge, lack of technical skill, and being afraid to use the 3D VLE. Some of 

the EFL learnersô thoughts were presented below:  

During the event, I had to use a word that I did not know, and since I did 

not know the word, I had to express myself in another way. Although I 

learned the word afterwards, it was a negative situation for me at that 

moment (Bella G6-RS-T1) (Q15). 

I did not know anything. I was also very scared. I was worried how to do it. 

I could not connect [to TeachinGrid] many times. (Lauren G4-RS-

T1)(Q16). 

Group members (EFL learners as a group member) are also assumed as a 

community member of the CP activity system. The EFL learners toured 

TeachinGrid with their group members, played games (scavenger hunt & online 

news game), and performed the reasoning gap speaking tasks together. Each group 

membersô attendance to and speaking duration in the in-class and out-of-class task 

sessions, were given in Table 4.11. Additionally, pre and post speaking exams 

scores and CP scores were also given. 
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General thoughts of the group members and the instructor for the groups were 

given first, then thoughts of group members on each task performance presented 

below: 

Majority of the members of the groups (N=14) reported that they had positive 

thoughts about their group members. Some of the members of the groupsô positive 

thoughts were presented below: 

The fact that we were able to make the necessary conversations with my 

group friends and there was no problem in planning, made me have no 

negative opinions about them. (Lucas G6-GES) (Q17). 

I think my group members were very positive and solution-oriented people. 

They were the people who helped and supported in any problem. (Olivia 

G1-GES) (Q18). 

On the other hand, few the members of the groups (N=4) reported that they had 

negative thoughts about their group members. Some of the members of the groupsô 

negative thoughts were presented below: 

In general, we got along with each other and tried to establish group 

dynamics, but when they did absenteeism, they damaged the group 

dynamics. (Anna G6-GES) (Q19). 

We could not make enough information exchange and bring into harmony 

with my group members. (Lily G2-GES) (Q20). 

In addition to the EFL learnersô thoughts to their group members, the instructor 

reported both positive and negative thoughts about groups. The instructorôs thought 

on groups were presented as below:  

While some groups worked very harmoniously, some groups had problems 

in communicating while doing group work. The reason for this may be that 

students do not prefer to communicate via virtual environment and 

therefore do not use the breakout rooms opened through Zoom effectively. 

Groups working in harmony shared their tasks [roles] and completed group 
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work and tasks successfully. (The instructor-GEI) (Q21). 

It is noteworthy that, the group formation also influenced the members of the 

groups both positively and negatively. EFL learners were randomly assigned by the 

researcher at the beginning of the research and group formation was not changed 

throughout the task sessions. One of the members of the groupsô positive thoughts 

on group formation were presented below: 

We got along very easily with my group friends and everyone did their duty 

easily, so nothing went wrong. It made me happy that my group friends 

remained the same in the other task because mutual English speaking was 

easily provided, and this made me feel comfortable (Evelyn -INTWS) (Q22). 

On the other hand, one of the members of the groupsô negative thoughts on group 

formation were presented below: 

Task 1- There were some communication disruptions in the Shopping 

Centers event [task] since we were not able to form our groups by ourselves 

(Samantha G3-RS-T1) (Q23). 

After the general thoughts of EFL learners and the instructor on group members, 

thoughts on each task performance of EFL learners as a member of the group were 

presented briefly and respectively below. 

In Task 1, majority of the members of the groups (N=9) reported about they had 

positive thoughts about their group members. One of the members of the groupsô 

positive thoughts was presented below: 

I think nothing went wrong for our group. In the distribution of roles, 

everyone approached moderately, chose the role they wanted and there was 

no dispute. While preparing our speech, everyone determined what to speak 

and mentioned briefly so that there were no disconnections or 

disagreements in the speech. (Olivia G1-RS-T1) (Q24). 
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On the other hand, few members of the groups (N=7) reported negative thoughts 

due to task context (n=1), group harmony(n=3), role sharing problems(n=3) in 

Task 1. 

In Task 2, majority of the members of the groups (N=9) reported about they had 

positive thoughts about their group members. One of the members of the groupsô 

positive thoughts were presented below: 

Everything was fine for our group, we got a nice group and we discussed 

everything and made good decisions and showed them in our conversation 

[in task performance]. (Evelyn G4-RS-T2) (Q25). 

On the other hand, few members of the groups reported negative thoughts (N=4) 

due to absence of group member, task context, group harmony, and technical 

problems in Task 2.  

In Task 3, majority of the members of the groups (N=11) reported about they had 

positive thoughts about their group members. One of the members of the groupsô 

positive thoughts were presented below: 

In this task, I think we do our research better and communicate better in the 

event. After each activity, we started talking easily and researching more 

(David G4-RS-T3) (Q26). 

On the other hand, few members of the groups (N=1, and also 2 of them presented 

both positive and negative thoughts) reported negative thoughts due to group 

harmony problem in Task 3. 

In Task 4, majority of the members of the groups (N=9) reported about they had 

positive thoughts about their group members. One of the members of the groupsô 

positive thoughts was presented below: 

Our group was in good communication. In this way, we found the news and 

took each other's ideas and proceeded. We did not encounter something not 

going well or any problems. (Evelyn G4-RS-T4) (Q27). 
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On the other hand, few the members of the groups (N=4) reported negative 

thoughts due to absence of group member, task context, and group harmony 

problems in Task 4. The problems reported by the group members and the 

instructor that they dealt with in each task were summarized in Table 4.12. 

Table 4.12 The problems reported by the group members and the instructor that 

they dealt with in each task 

Task # Problems that the group members dealt with 

Task 1 Contextual - Task related, Group harmony, Role Sharing  

Task 2 Absence of group member, Contextual - Task Related, Group 

Harmony, Technical  

Task 3 Group Harmony 

Task 4 Absence of group member, Contextual - Task Related, Group harmony  

 

To summarize, findings indicated that the group members dealt with the problems 

listed below: 

¶ Task context 

¶ Group harmony 

¶ Role sharing 

¶ Technical problems 

¶ Absence of group members 

¶ Lack of adequate communication 

4.2.2.3.2 Instructor  

Another member of the community in the activity system was the instructor. The 

role of the instructor was to provide and sustain CP in 3D VLE. In CP activity 

system, the instructor had pedagogical, social, managerial, and technical roles 

mentioned in Table 4.13. Instructor roles were categorized based on the 

ñInstructorôs Rolesò -classification of Berge (2008).  
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Table 4.13. Roles of the Instructor in the study 

Type of the role Roles of the Instructor 

Pedagogical  

 1. Giving EFL learners tasks to exchange ideas, 

2. Giving information to EFL learners about speaking 

tasks, 

3. Asking EFL learners questions related to speaking tasksô 

topic. 

Social  

 1. Ensuring that EFL learners share information 

respectfully, 

2. Motivating EFL learners to exchange ideas, 

3. Encouraging EFL learners to discuss, 

4. Reinforcing EFL learnersô contributions, 

5. Supporting EFL learners to perform the assigned tasks, 

6. Giving EFL learners clues about questions, 

7. Asking and encouraging EFL learners for the comments 

related to the group task performance, 

8. Encouraging the EFL learners when they have problem 

related to task roles. 
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Table 4.16. (continued) 

Type of the role Roles of the Instructor 

Managerial 1. Gathering EFL learners where the task instruction is 

given, 

2. Managing the task procedure, 

3. Monitoring EFL learners whether they follow the task 

procedure, 

4. Informing EFL learners about how to share their 

knowledge in the environment, 

5. Asking the researcher to help when using the 

TeachinGrid Tools, such as web tool, presentation tool, 

Zoom, if itôs needed, 

6. Warning EFL learners who do not obey the 3D VLE 

rules (such as giggling instead of following the task 

procedure or using L1 during breakout sessions instead 

of L2), 

7. Warning the EFL learners when they have procedural 

problem related to the task. 

Technical  

 1. Warning/Informing the EFL learners for the technical 

and communication problems (e.g., microphone), 

2. Warning/Informing EFL learners who are not obeying 

the rules, which may affect the system performance 

(e.g., clicking on TV screen or voting tool many 

times), 

3. Helping EFL learners on navigation in the 

environment, 

4. Asking the EFL learners to upload their presentation to 

Moodle. 
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As previously mentioned (see section 3.5.2 for Information about the instructor), 

task sessions were given by the young (age:23), female research assistant working 

at the foundation university, Faculty of Education, Department of Foreign 

Languages, Program in ELT. She felt confident in speaking English during the task 

sessions in TeachinGrid and expressed her feelings as: 

I was more comfortable because it was a virtual environment. For example, 

I was excited in the first lesson in a class I did not know. However, despite 

the first time I met students at TeachinGrid, I did not have such a problem. 

(The instructor-GEI). (Q28). 

Moreover, she had such positive changes/thoughts since she started to use 

TeachinGrid as stated below:  

I must point out that there is a positive change for me rather than a 

negative one. This was my first experience in the virtual environment, and I 

had my first experience not as a student but as a teacher. I was always 

interested in educational technologies. In the courses I took at the 

undergraduate degree, we always thought what it would be like if we used 

Web tools like this. This time I learned by applying virtual environments for 

teaching and learning using English. So, I can say that there is a 

meaningful learning process for me (The instructor-GEI) (Q29). 

Although she had positive thoughts on 3D VLE experience, she had to dealt with 

some problems caused by EFL learners and the environment. One of the most 

important problems that the instructor dealt with was EFL learnersô low 

motivation.  She mentioned it in Task 1(in-class task session) by stating as: 

Before the task, I asked the students about the common points of the 

shopping malls. However, I had a hard time telling the students what I 

mean. Although I asked the question in another way, the low participation 

caused me to have low motivation. ... (The instructor-RI-T1) (Q30). 
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In addition to this problem, she experienced 3D VLE design problem in the same 

task and stated it as: 

What did not go well for students was that the sound of the video we opened 

through the screen in the Social Area [web tool] was not heard when we 

were away from the screen. We asked the students to sit down first. 

However, they had to stand up again because they could not hear the 

sound. They experienced this in the warm-up [pre-task] phase before the 

task (The instructor-RI-T1) (Q31). 

In Task 2, she reported the problem related to the low motivation of EFL learners 

as: 

The difficulty I faced in this activity occurred during the students' bottle 

scavenger hunt game in pre-task. Most groups did not continue bottle 

hunting after finding the same bottle. For this reason, not every group had 

the opportunity to speak during the discussion (The instructor-RI-T2) 

(Q32). 

And she added: 

é Therefore, they had no chance to learn about different phobias and talk 

about them (The instructor-RI-T2) (Q33). 

In Task 3, she had experienced microphone problems caused by EFL learners and 

stated it as below: 

I had problems hearing the studentsô voices during the task of this activity. 

This led me to repeat myself more than once (The instructor-RI-T3) (Q34). 

And she added: 

é The students had to repeat themselves because their voices were not 

clear. This decreased both their and my motivation (The instructor-RI-T3) 

(Q35). 
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In Task 4, she had problems about task rules that EFL learners had to follow. Some 

of the EFL learners did not follow the task instructions and violated the task rules. 

She stated it as: 

In this activity, é students were not supposed to say that their news was 

fake or real while presenting their news at task [performance]. However, 

despite my warnings, students [some] stated that the news they prepared at 

the beginning of the presentation was real or false (The instructor-RI-T4) 

(Q36). 

In addition to these problems, she also added that she had environment-server 

problem and EFL learnersô login issues (in general) and stated that as: 

é While using various tools at the same time in the environment, the system 

crashed and threw us out of the environment. It took more time for students 

to enter the environment than expected. I encountered problems such as 

setting passwords, microphones (The instructor-GEI) (Q37). 

The instructor was summarized the general situation/view of EFL learners by 

stating:  

Some of the students were reluctant to the lesson. We tried to motivate 

students to speak and talk through games played and activities. It was easy 

to motivate some students. However, we met students who finished their 

speech in a few sentences, in different tasks. As the students who were 

interested in the virtual environment were already motivated, the lesson 

attendance rates were higher and remained high throughout the application 

(The instructor-GEI) (Q38). 

To summarize, findings indicated that the instructor dealt with the problems listed 

below: 

¶ Unmotivated EFL learners 

¶ Low motivation of EFL learners 
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¶ 3D VLE design problem 

¶ Communication Tool (Microphone) problems 

¶ Technical problems 

¶ Task rules 

4.2.2.3.3 Designer and Technician (The researcher) 

The researcher had the roles as a designer and technician as a part of the 

community to provide TP, SP, and CP of the EFL learners in 3D VLE. The roles of 

the researcher as a designer included designing reasoning speaking tasks, designing 

and developing 3D VLE, Moodle LMS, and preparing guidelines presented in 

Table 4.17. The researcher has experienced in designing 3D VLE. The roles of the 

researcher as a technician before starting the speaking tasks and during the 

speaking tasks are mentioned in Table 4.14. 

Table 4.14 Roles of the Researcher as a Designer and a Technician 

Community 

Members  

Roles of Community Members  

Researcher  

As a 

Designer 

Task Design 

1. Planning the activities to be realized in 3D virtual 

environment, 

2. Selecting content (units and topic selection) which are 

the most suitable for real-life context as communicative 

tasks, 

3. Analysing and ordering of the content, 

4. Preparing tasks for EFL learners to perform in 3D 

virtual environment. 
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Table 4.17 (continued) 

Community 

Members  

Roles of Community Members  

Researcher 

As a 

Designer 

3D VLE Design 

1. Renting a standard OpenSimulator Standalone Region (empty), 

2. Designing TeachinGrid according to 3D VLE Design Principles, 

3. Creating scenarios for 3D VLE design, 

4. Creating areas that give information about the use of 3D VLE, 

5. Creating teleportation areas to facilitate navigation in 3D VLE, 

6. Creating orientation objects to facilitate navigation in 3D VLE, 

7. Developing social activity areas in 3D VLE, 

8. Adding SLOODLE tools to the environment. 

Moodle 

1. Renting and configuration of a virtual server, 

2. Creating Moodle page, 

3. Integrating SLOODLE into TeachinGrid and Moodle. 

Managerial 

1. Giving pseudonym and registering them to TeachinGrid and 

Moodle, 

2. Preparing schedules for interview and speaking exam by using 

Doodle (doodle.com). 

Guidelines Preparation 

 1. Preparing guides that give information about the use of 3D 

virtual environment, 

2. Informing / guiding EFL learners about the use of the 

environment - Task 0,  

3. Informing EFL learners about the purpose of the environment, 

4. Giving information to EFL learners about fields and objects in 

3D VLE. 
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Table 4.17 (continued) 

Community 

Members  

Roles of Community Members  

As a 

Technician 

Before starting the speaking tasks 

1. Checking the internet infrastructure before starting the 

speaking tasks, 

2. Checking Moodle and TeachinGrid system working 

properly, 

3. Checking the sound system (microphone, earphones). 

4. Preparing screen-capture recording software for 

recording 

During the speaking tasks 

1. Recording in-class and out-of-class task sessions via 

Camtasia screen recording software, 

2. Following the flow of task procedure, 

3. Informing/offering solutions to the instructor/EFL 

learners when they have procedural problem related to 

the task, 

4. Dealing with technical problems faced by EFL learners, 

5. Assisting the instructor/EFL learners if they need help 

against the problems, 

6. Reminding the instructor/EFL learners for rules, 

7. Warning EFL learners who are not obeying the rules, 

which may affect the system performance, 

8. Managing the Presentation Tool and moves the slides 

when the instructor asks, 

9. Assisting Breakout Room-session in Zoom during the 

in-group discussions, 

10. Preparing an area to upload the EFL learners' 

presentation to Moodle. 
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4.2.2.3.4 Division of labour (Division of roles) 

As mentioned before, the community elements of the activity system are the 

instructor (language expert), researcher (designer and technician), EFL learners, 

and group members composed of these EFL learners. When considering the 3D 

VLE, members of the community are responsible for the creation and the 

continuity of the CP. In order to provide CP, the division of labour was carried out 

between ñinstructor-researcherò and ñEFL learners-group membersò and 

summarized as below: 

Á Helping and assisting the group members by sharing information as much 

as possible and the roles equally during the speaking tasks by EFL learners 

Á Assigning tasks to EFL learners, presenting the content, and providing 

information exchange among them by Instructor 

Á Dealing with the technical problems and helping the instructor about the 

flow of tasks procedure by the Researcher. 

The roles undertaken in the division of labour performed were presented in detail in 

the previous sections. In addition to them, there were specific roles that each group 

members need to take and specifically given below:  

Á In Task 1 and Task 2, the roles were shared among group members as: 

o In Task 1: store manager, customer, shop assistant, and reporter 

o In Task 2: reporter, person having the weird phobia, friend of the 

person with the phobia, relative of the person with the phobia. 

Á In Task 3 and Task 4, presentation sections were shared among group 

members as: 

o In Task 3: location, physical appearance, facilities, and summary 

sections 

o In Task 4: photo, topic, audience, and presentation (creating) 

sections (see more details in Appendix B ï Speaking Tasks) 
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In group activities, sharing the roles of the task equally among group members and 

helping and assisting the group members by sharing information as much as 

possible were the rules that each EFL learners should obey. 

Group membersô unattendance influenced the division of labour. Unattendance 

were occurred in three types: unattendance to the task sessions, unattendance to in-

group discussions, and unattendance to in-class activities. Unattended EFL learners 

or groups and their unattendance reasons to the task sessions were presented in 

Table 4.15. 
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One of the EFL learner stated this problem as:  

Of course, in some of the tasks we did in groups, there were problems that 

some of our friends did not attend. Because we had to divide, discuss, and 

put into effect 3 or 4 steps together in each task. But of course, if everyone 

was constantly attending, because we knew each other, we could interact 

and share our ideas more easily (Evelyn-INTWS) (Q39). 

In addition to the unattended EFL learners presented in Table 4.18, Lauren G4 (in 

out-of-class session of Task 2) and David G4 (in out-of-class session of Task 3) 

had difficulties to attend the task session since they did not understand the task 

instruction and the role requirements. One of the EFL learner stated this problem 

as:  

We had some problems in the group. Because we are talking then there is a 

silence. Someone has to say something, and we are waiting. For example, 

there is 30 seconds of silence. I listened to our own recordings, there is the 

same. There is such a problem. This was not causing a problem on my 

speech in general but only on the group (Group Harmony) (Evelyn-INTWS) 

(Q40). 

4.2.3 Step 3 - Analyze Mediators 

4.2.3.1 Tool mediators and mediation 

Tools include materials and methods that enable EFL learners to learn about 

speaking tasks and gain experience in TeachinGrid. The tools in the context were 

categorized into óRegistration Toolsô, óCommunication-Interaction Toolsô, 

óInformation Toolsô, óNavigation Toolsô, Presentation Toolsô, óReflection Toolsô, 

óAssessment Toolsô, óMotivation Toolsô, óTechnical infrastructureô, and óSpeaking 

Tasksô. As a result of the analysis (by the analysis of screen recordings and EFL 

learnersô responses to the surveys and interview questions), the tools in this activity 
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system and the problems encountered in using these tools are presented in Table 

4.16, divided into categories, and are explained in the following headings.. 
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4.2.3.1.1 Registration Tools 

SLOODLE Registration Enrollment Booth was the registration tool in TeachinGrid 

(Figure 4.1). In Task 0-Training, participants connected to TeachinGrid and test 

their avatars in the environment. They were required to click on SLOODLE 

Registration Enrollment Booth to connect their avatars with the course in Moodle 

at first login. 

 

Figure 4.1 SLOODLE Registration Enrollment Booth 

4.2.3.1.2 Communication-Interaction Tools 

Voice Chat Software (Zoom), Microphone, Earphones, and Avatars were the 

Communication-Interaction Tools in TeachinGrid. Zoom was used for the 

communication tool instead of OpenSimulatorôs Voice Chat Software since it 

provided breakout rooms for the in-group discussions and the voice quality was 
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influenced by the number of EFL learners in 3D VLE (in Training). EFL learners, 

the instructor, and the researcher logged in both TeachinGrid and Zoom before the 

beginning of the task sessions. They communicated with each other in the 3D VLE 

by using headphones(earphones) and microphones.  

Zoom provided EFL learners a private room where the group members could share 

their ideas and discuss with each other to reach the consensus for the task to be 

performed. There was a 40-minute restriction of group meetings in Zoom since the 

free version was used. After 40 minutes, the meeting session was finished, and all 

participants had to connect again. In addition to this, some of the EFL learners (Lily 

G2, Michelle G5, Samantha G3, and William G1 in Task 1-2) and the instructor (in 

Task 3) reported that they experienced microphone problems. 

In addition to these statements regarding the microphone problem, by the analysis 

of task sessionsô screen capture recordings, it was found that microphone problem 

was also occurred among other EFL learners in all in-class task-sessions. The EFL 

learners sometimes could not make their voices heard during the task. They asked 

for help from the group members, researcher, or troubleshoot by themselves. They 

had to repeat themselves until their voices were clear. It was waste of time and 

decrease the motivation of both the EFL learners and instructor.  

By the analysis of the researcher notes, it was found that some of them brought 

wired headphones with microphone which had a jack both the microphone and the 

speakers for the task sessions in 3D VLE. Since computers available at the 

computer labs of the Faculty of Education had in-built microphone and speaker, it 

was needed to make some adjustments before the beginning of the task sessions if 

the EFL learners had used the headphones with microphone with one jack. In order 

to not to have waste of time problems, it was suggested to use wired headphones 

with microphone with two jacks: one for connecting the mic and the other for 

connecting the speakers. 

Avatars contributed to the EFL learnersô acquiring knowledge related to the task 

topic by allowing them to navigate, use objects and perform various activities in 



 

 

217 

tasks (such as role-play & presentation) collaborated with the other EFL learners in 

TeachinGrid (avatars used as a communication and an interaction tool). One of the 

EFL learners reported that she experienced an avatar-controlling problem (in Task 

1) and stated that: 

It was difficult to move. (é) (Lauren G4-RS-T1) (Q41). 

This problem was also found by the analysis of task sessionsô screen capture 

recordings. She had difficulties while moving the avatar in the out-of-class task 

session of Task 1 (Out-of-class task session-T1-EX- Lauren G4). In addition, 

another EFL learner could not control the avatar because the camera was zoomed 

out that she had just seen the gray wall (Out-of-class task session-T1-EX-Jessica 

G1-ESC-Camera Control) in the same task.  

Additionally, EFL learners' having an avatar render problem was observed by the 

analysis of the task sessionsô screen capture recordings. The researcher observed 

that the appearance of EFL learnersô avatars seemed as black in Task 1 (In-class-

task session).  

4.2.3.1.3 Information Tools   

Information Boards and notecards were used as Information Tools. Information 

Boards were assisted the EFL learners in TeachinGrid by giving information about 

tasks (e.g., instructions, types of roles, evaluation criteria) and how to use of 

objects They were located near Social Area and Presentation Area (for task 

instruction). There are also information boards available (e.g., how to wear clothes) 

at the shops and Training Area in TeachinGrid. Information Tools were given in 

Figure 4.2 (Information Board) and Figure 4.3 (Notecard inside the bottle). 
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Figure 4.2 Information Board 

 

Figure 4.3 Notecard in TeachinGrid 3D VLE  
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Three EFL learners experienced problems related to reading the instructions on 

Information boards in Task 1. Moreover, they reported that these included unclear 

instructions for tasks. Moreover, the analysis of task sessionsô screen capture 

recordings showed that EFL learners had an issue in the information board. They 

experienced them in out-of-class task sessions of Task 1, Task 3, and Task 4.  

¶ In Task 1, EFL learners had difficulties about the lack of information board 

near the Free Materials Area. They asked questions about what to do there 

(e.g., information about the poster selection in Task 1). Two of EFL learner 

experienced this problem (Jessica G1-Lack of information board near Free 

Materials Area and Jack G2-Need information board for selecting posters).  

¶ In Task 1, Task 3 and Task 4, three EFL learners mentioned that they need 

more and clear details about the task instructions (Need improvement) (T1-

Lily G2-Need information board for what kind of question she would ask to 

the store manager; T3-Isabella G1-There is no details about the location ï 

Instruction lack (Task info); T4-Isabella G1-Not clear instruction how to 

use the template). 

In addition to information boards, notecards were used as information tools. They 

were assisted the EFL learners in TeachinGrid by giving information in the 

scavenger hunt game about phobias in Task 2.  They were located into 5 bottles at 

various areas in TeachinGrid. They did not experience any problems about them. 

4.2.3.1.4 Navigation Tools  

Direction Signs (in Figure 4.4), TeachinGrid Map (in Figure 4.5), and Mini-map 

were used as Navigation Tools.  EFL learners had used them to go around and to 

go somewhere faster in the 3D VLE. The Mini-map which gave EFL learner an 

overview of the TeachinGrid region; avatars and objects in it. 
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Figure 4.4 Direction Signs 

 

Figure 4.5 TeachinGrid Map 
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However, some of the EFL learners experienced problems in finding the location of 

shops, areas, and information boards in Task 1. In addition, another EFL learners 

reported having difficulties in how to use the Mini-map and TeachinGrid Map (in 

Task 1). 

Moreover, EFL learners' having navigation tools problems were observed by the 

analysis of screen recordings. They experienced them in Task 1(Out-of-class task 

session) and Task 2 (In-class task session).  

¶ In Task 1, EFL learners had difficulties about the location of the shops. One 

of them did not know how to get one of the areas in TeachinGrid (T1-EX-

Jessica G1- Do not know the location of Free Materials Area.).  

¶ In Task 1, EFL learners clicked on the wrong areas on the TeachinGrid 

Map (T1-Jack G2 ïNavigation Problem ï Wrong place ï went coffee shop 

instead of Free Materials Area) (T1-EX-Lauren G4-TeachinGrid map 

clicking wrongly) 

¶ In Task 2, other one did not know where the mini map was, when his avatar 

was stuck in the environment because of being out of the border line of the 

land and asking for help and the place of mini map (T2-Thomas).  

¶ In Task 1 and Task 2, two EFL learners lost their way (T1-Jack G2-Click 

on map) (T2-Lauren G4- Use mini map to come back to Social Area.) 

4.2.3.1.5 Presentation Tools  

The web tool (as a TV screen shown in Figure 4.6) and presentation tool (shown in 

Figure 4.7) were the presentation tools in TeachinGrid.  
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Figure 4.6 Web Tool (TV Screen) 

 

Figure 4.7 Presentation Tool 

The instructor used the web tool to connect websites and show content (e.g., 

famous shopping centers, examples of a phobia news) related to the task topics 

(Task 1 and Task 2). Web tools were located various places in TeachinGrid. The 

instructor used the web tool located at Social Area connect to the websites and 

show videos related to task topics to the EFL learners. Another web tool was also 
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available at Free Materials Area. EFL learners could move and use it freely to be 

able to connect to websites for searching on the sources. 

In addition to the web tools, the instructor used the presentation tool located at 

Presentation Area to show task instructions (in Task 3-4) with the help of the 

technician (in this case, the researcher). Moreover, the researcher used it to show 

TeachinGrid rules (Code of Conduct in Task 0). On the other hand, the EFL 

learners used it to play a game (in Task 4) on a website and show their groupsô 

presentations (in Task 4). All their actions in this situation were also made with the 

help of the technician (the researcher). Although, EFL learners did not experience 

any problems related to Presentation Tool, only one of them reported problems 

related to web tool in Task 1. The EFL learner stated that: 

... We did not encounter any problems other than our external web browser 

research. (William G1-IS-T1-EX) (Q42). 

In addition to this statement, by the analysis of task sessionsô screen capture 

recordings, it was found that this problem was also occurred with other EFL 

learners; while EFL learners were making a search related to the task, they 

preferred using a web browser to connect to the Internet instead of using web tool 

within TeachinGrid.  

4.2.3.1.6 Regulation Tools 

The countdown timer was the regulation tool in TeachinGrid. It worked as a visible 

timer for groups during their task performances. The researcher used the tool and 

set the duration in each task. The tool shows the remaining time.  

4.2.3.1.7 Reflection Tools 

Evaluation Box was the reflection tool in TeachinGrid. EFL learners can share their 

opinions about the tasks, task performances, environment, etc. at any time by using 
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the Evaluation Box (mailbox) near the Welcome Area. When each group 

performance was complete, other participants review and comment on the 

performance in Social Area, Presentation Area, or the location where the task 

performed. Then, the instructor commented on the performance. EFL learners 

voted the learner who performed the best at the end of each task.  

4.2.3.1.8 Assessment Tools 

Among the SLOODLE Tools, Quiz Chair, Scoreboard, Choice Tool, and Tracker 

were the assessment tools in TeachinGrid. In Task 0-Training, they visited each 

training areas and click on SLOODLE trackers after they read and fulfilled the 

instruction on the information boards at the training area. SLOODLE trackers were 

used to keep track of their progress on the completion of training. At the end of the 

training, participants sat on SLOODLE Quiz Chair to take the training quiz at the 

Exam Room.  

In addition, EFL learners went to the Social Area to vote for the groups' 

performance, after all groupsô role plays and presentation. They evaluated the task 

performance by utilizing SLOODLE Choice Tool. They clicked on the tool and did 

not allowed to vote their own group. 

4.2.3.1.9 Motivation Tools 

Several motivational tools were provided to motivate EFL learners in the 3D VLE 

such as vehicles that they could drive (e.g., cars, motorbikes) (in Figure 4.8), 

amusement park that they could try rides (in Figure 4.9), Concert Area that they 

could dance and listen to music (in Figure 4.10), and NPCs and relaxing areas. EFL 

learners were able to use them in their free times in the environment. 
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Figure 4.8 Vehicles in TeachinGrid 3D VLE 

 

Figure 4.9 Amusement Park in TeachinGrid 3D VLE 



 

 

226 

 

Figure 4.10 Concert Area in TeachinGrid 3D VLE 

Announcing that rewards would be given those who complete the tasks well, and 

positive feedback given to EFL learners by the instructor in TeachinGrid 

influenced the CP. The EFL learners were motivated to perform the tasks and did 

not waste unnecessary time in the environment.  

However, by the analysis of task sessionsô screen capture recordings, it was found 

that few of the EFL learners were driving motorbikes and cars during another 

group performance in Task 2. The analyses of these screen captures showed some 

level of distractions among students while they were carrying on the task 

performance. In addition to this, some of them also were using the vehicles and left 

them in inappropriate locations in TeachinGrid.  
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4.2.3.1.10 Technical infrastructure  

Technical infrastructure included the OpenSimulator Platform, Moodle, and other 

technical tools (The Internet Connection, Computer). TeachinGrid was designed 

based on the 3DVLE Design Principles Model and developed in OpenSimulator 

Platform by the researcher. It included pre-made shops and vehicles. The Internet 

connection and the features of the computers in the computer lab met the 

OpenSimulator platform requirements. However, they experienced the problems 

related to technical infrastructure including not having enough server memory for 

TeachinGrid, design of TeachinGrid and Technical Complexity of TeachinGrid 

(difficulty in the preparation for the task sessions in Task 1, Task 3, and Task 4. 

EFL learnersô statements are listed below: 

By the analysis of the researcher notes, it was found that when majority of the EFL 

learners interacted with the objects, especially scripted objects, it caused some 

problems as; the avatars moved slowly in the environment, Firestorm Viewer was 

stopped/crashed and removed the avatars from the environment. In addition to 

these problems, some of the EFL learners reported the problem related to design of 

TeachinGrid 3D VLE in Task 2 (in scavenger hunt). They tried to find the bottles 

including notecards in wide area and some of them could not find. 

Moreover, some of the EFL learners reported the problem related to Technical 

complexity of TeachinGrid in various processes. The preparation for the sessions 

took long time since some of them had login problems, microphone, and Zoom 

connection problems. In addition to this, some of the EFL learners complained on 

the lack of tool in TeachinGrid since they needed to download the PowerPoint 

template from Moodle page. 

Moreover, EFL learners' having technical infrastructure problems were found by 

the analysis of task sessionsô screen capture recordings. They experienced them in 

Task 1 (In-class-task session) and Task 4(Out-of-class task session). In Task 1, one 

EFL learner had problems while trying to sit down on a chair (Jack G2) and in 
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Task 4 another EFL learnerôs avatar was looking like sitting position during the 

task presentation (Oliver G3).  

In addition to these technical problems, the Internet connection problem was 

occurred during the task sessions. At the university campus, EFL learners 

connected to the Internet by using their student email addresses and passwords. 

After some time, the Internet connection session had been expired automatically 

due to security reasons. It caused that EFL learners had to connect to the region and 

Zoom again. 

4.2.3.1.11 Speaking Tasks  

Speaking tasks could be also considered as a tool in TeachinGrid and had the 

features of reasoning gap (see Section 3.3.2.1. Speaking Tasks). Some of the EFL 

learners also experienced the problems related to speaking tasks. They had 

experience problems about the context of the speaking task in Task 1, Task 3, and 

Task 4. Some of the EFL learners reported the difficulty of the task, lack of 

interesting features, and lack of adequate sources related to the task topic. 

4.2.3.2 Rules 

Wang and Chen (2008) identified problems that hinder student learning in online 

discussions such as non-participation, postings that did not reflect critical thinking 

skills, limited interactions among participants, and topic digression to unfocused 

talks. These problems severely encumbered CP in online discussions. CP is 

actualized by active participation of the students since it has positive association 

with learning outcomes in online activities (Wang & Chen, 2008).  

Rules support the object of an activity. They were designed to promote CP while 

avoiding the pitfalls that encumbered EFL learnersô learning in online discussions 

of 3D VLE.  In the study, the rules to be followed in 3D VLE (by EFL learners) 
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were determined by the researcher (as a designer and technician) and the instructor, 

in accordance with the limitations of the OpenSimulator platform. Rules were 

given in Figure 4.11.  

 

Figure 4.11 Rules 

 

The rule of ñSpeak only English in TeachinGridò was useful for the purpose of 

developing EFL learnersô speaking skills. One of the EFL learners stated that: 

 

I couldn't speak Turkish. Of course there was an English speaking rule. As I 

said, it was very useful for developing the practice because I had to talk 

here, because it was my duty (Evelyn-INTWS) (Q43). 

ÅRules about General Behaviors, Avatar guidelines, privacy policy, 
photography & videography policy, etc. (See Appendix E) 

Code of Conduct 

ÅConnect to TeachinGrid on time 

ÅUse your pseudonym for Zoom 

ÅSpeak only English in TeachinGrid 

ÅTry to speak as much English as possible 

ÅTalk as fluently as possible and be clear and spontaneous 

ÅRelax, be confident and enjoy using your English 

ÅDevelop your answers 

ÅAsk for clarification if  necessary 

ÅExpress your opinions 

ÅListen carefully when the instructor or researcher is giving 
instructions 

ÅDo not make a background noise 

ÅOnly use voice chat software to contact with the others 

General Rules 

Read the task instruction carefully 

Do the task in order and take it seriously 

Follow the task instruction and rules 

¶Task Rules 
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However, some of the EFL learners reported that they broke this rule and spoke in 

Turkish with their group members in group discussion part before the task 

performance. In-class task sessions, when the instructor left the private breakout 

rooms, some of them used Turkish (L1) to share their ideas instead of using 

English. More specifically, when there was no instructor control in the breakout 

room, they used Turkish. However, in out-of-class session, since theyôre the only 

group in the 3D VLE, they obeyed the rule and had to speak in English. One of the 

EFL learner stated that:  

When they leave 3 people in one group, they don't always speak English. 

Every student comes together in Turkish. For example, since we knew that 

we were alone, there was not always an English conversation among the 

students, so we could speak English because, but I think it is more effective 

when someone is listening to us. Our mistakeé [Using Turkish] is not 

allowed. The rules were broken, I tried not to break. It was happening in 

the discussion part among us. [In-class task session] in-class task recording 

é [In out of class task sessions] English [we talked] Of course. (Evelyn) 

(Q44). 

After the data analysis, any tension occurred related to the mentioned rules of Code 

of Conduct. However, it was noticed that tensions occurred were related to General 

rules and Task rules. In the process of identification of the tensions, the data 

derived from the Tensions in 3D VLE Form by the analysis of the screen 

recordings were the main data source. Tensions occurred related to General Rules 

by the order of speaking tasks were listed as follows:  

¶ Touching the web tool at Social Area during the task, being in a noisy 

environment, using written chat environment were the tensions occurred in 

in-class-task session of Task 1. Speaking in Turkish (mother tongue) and 

being in a noisy environment were occurred in out-of-class task session of 

Task 1. 
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¶ Touching the web tool at Social Area during the task and Speaking in 

Turkish were the tensions occurred in in-class task session of Task 2. On 

the other hand, no tension was occurred in out-of-class task session of Task 

2.  

¶ Playing with the microphone, not using the pseudonym in Zoom and 

Speaking in Turkish were the tensions occurred in in-class task session of 

Task 3. On the other hand, no tensions were occurred in out-of-class task 

session of Task 3.  

¶ No tensions were occurred in in-class task session of Task 4. On the other 

hand, Speaking in Turkish and being in a noisy environment were the 

tensions occurred in in-class task session of Task 4.  

Tensions occurred related to Task Rules by the order of speaking tasks were listed 

as follows:  

¶ Going around during the instruction, flying instead of sitting, sitting instead 

of reading the information board, spending time above the allocated 

discussion time, and giggling were the tensions occurred in in-class task 

session of Task 1. Not behaving seriously was occurred in out-of-class task 

session of Task 1. 

¶ Going around during the instruction, waiting instead of reading the 

information board, using motorbike during another group performance, and 

giggling were the tensions occurred in in-class task session of Task 2. Lack 

of knowledge about the task procedure, not behaving seriously, not 

concentrated on the task and being late to the Presentation Area occurred in 

out-of-class task session of Task 2.  

¶ No tensions were occurred in in-class task session of Task 3. On the other 

hand, avatars not behaving seriously was observed in out-of-class task 

session of Task 3. 
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¶ No tensions were occurred in in-class task session of Task 4. On the other 

hand, lack of knowledge about the task procedure and lack of group 

members were the tensions occurred in out-of-class task session of Task 4. 

Tensions occurred related to General rules and Task rules of each task session were 

given in Table 4.17. 

Table 4.17 Tensions occurred related to General rules and Task rules of each task 

session 

Task Name /  

Task Session 

Problems encountered / Tension occurred 

General rules Task Rules 

Task 1    

In-class  - Touching the web tool 

at Social Area during 

the task (Olivia G1) 

- Background Noise 

(Unidentified avatar) 

- Using written chat 

environment (Oliver 

G3) 

- Using written chat 

environment in Turkish 

(Oliver G3 and Lucas 

G6) 

- Going around during the 

instruction (Unidentified avatar) 

- Flying instead of sitting (Thomas 

G5) 

- Sitting instead of reading 

information board (Oliver G1)  

- Zoom management problem ï 

time out (Unidentified avatar) 

- Giggling (Oliver G1) 

Out-of-class - Speaking in Turkish 

(Oliver G3 and Grace 

G4) 

- Background noises 

(Unidentified avatar 

G5) 

Not behaving seriously (Unidentified 

avatar G2) 
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Table 4.20 (continued) 

Task Name /  

Task Session 

Problems encountered / Tension occurred 

General rules Task Rules 

Task 2    

In-class  - Touching the web tool 

at Social Area during 

the task (William G1, 

Grace G4, and 

Unidentified avatar) 

- Speaking in Turkish 

(Thomas G5, Isabella 

G1, Unidentified 

avatar1, Unidentified 

avatar2, and 

Unidentified avatar3) 

- Going around during the 

instruction (Mila G5)  

- Waiting instead of reading the 

information board (Lauren G4, 

Thomas G5, and Anna G6) 

- Using motorbike during another 

group performance (Thomas G5) 

- Giggling (Unidentified avatar) 

Out-of-class - None - Do not know the task procedure 

(Lily G2, Lauren G4, and 

Unidentified avatar G5) 

- Not behaving seriously (Margaret 

G2) 

- Not concentrated on the task (Jack 

G2) 

Late coming to the presentation area 

(Grace G4 and Lauren G4) 
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Table 4.20 (continued) 

Task Name /  

Task Session 

Problems encountered / Tension occurred 

General rules Task Rules 

Task 3    

In-class  - Playing with the 

microphone (Jack G2, 

and Unidentified 

avatar) 

- Not using the 

pseudonym in Zoom 

(Unidentified avatar) 

- Speaking in Turkish 

(Oliver G3) 

None 

Out-of-class - None Not behaving seriously (Margaret 

G2) 

Task 4    

In-class None None 

Out-of-class - Speaking in Turkish 

(Isabella G1) 

- Background noises 

(Unidentified avatar 

G1) 

- Do not know the procedure 

(Isabella G1) 

- Another group member did not 

attend (Anna G6)   
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4.2.4 Step 4 - Analysis of the Activity Structure (Activity, Actions, 

Operations) 

4.2.4.1 Activity System on Cognitive Presence  

After the six components of the activity system have been introduced, the fuller 

explanation of the nature of activity in the AT framework is possible. The activity 

system on CP has been established in this study and given in Figure 4.12.  
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EFL Learners 

Code of Conduct 

General Rules 

Task Rules 

EFL Learners 

Group Members 

Instructor 

Designer and Technician 

(Researcher) 

Communication-Interaction Tools, 

Information Tools, 

 Navigation Tools 

Presentation Tools,  

Motivation Tools,  

Technical Infrastructure,  

Speaking Tasks 

 
To provide 

cognitive presence 

of EFL learners in 

3D VLE called as 

TeachinGrid 

-Obtaining 

information about 

the use of 3D 

VLE 

-Synthesizing 

information from 

a variety of 

sources  

-Performing 

reasoning gap 

speaking tasks 

 

- Helping and assisting the 

group members during the 

speaking task by sharing 

information and the roles 

equally by EFL learners 

- Assigning tasks to EFL 

learners, presenting the 

content, and providing 

information exchange among 

them by Instructor 

- Dealing with the technical 

problems and helping the 

instructor about the flow of 

tasks procedure by the 

Researcher. 

 Figure 4.12 Activity System on Cognitive Presence for this Research Study 
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4.2.4.2 Action and Operations of the Activity System (Analysis Actions and 

Operations to Reach Object) 

This step involves decomposing each activity into actions and operations. An 

important key process in analysis is to analyze the activity structure that defines the 

purpose of the activity system. The activity structure was described by the 

hierarchy consisted of activity, actions, and operations.  

The analysis of the activity structure of CP in 3D VLE should begin with the 

identification of the goals of concrete actions then move to top-level actions and 

activities, followed by lower-level actions and operations. The whole activity was 

to provide CP of EFL learners in 3D VLE.  

As mentioned before, CP consists of four components (TE, EX, IN and RE) and 

many operations in each component. In this process, EFL learners are expected to 

learn about the use of 3D VLE, synthesize information from different sources, and 

perform tasks in 3D VLE. The TE was the reasoning gap speaking tasks to practice 

and improve English speaking skill in real life contexts in broader aspect.  

In this step, the analysis of the activity structure including all the activities that 

engage the subject in 3D VLE were conducted. Detailed information about the 

actions and operations related to each CP components is presented below. 
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The actions and operations of CP are presented in Table 4.18. 

Table 4.18 Action and Operations of the Activity System on CP 

Actions Operations 

Triggering 

Event  

- Learning to use the 3D VLE  

- Asking the researcher / instructor / group members for the use of 

3D VLE 

- Gathering at the Welcome Area 

- Reading tasksô instructions from information boards 

- Reading the notecards  

- Using scripted objects (e.g., ñAssign a shopò in Task 1) 

- Asking help for the tasks from the instructor / group members  

- Navigating areas 

- Utilizing navigation tools (direction sign, mini map, and 

TeachinGrid Map) in the 3D VLE 

- Teleporting to the areas specified in tasks (e.g., Social Area, 

Presentation Area, assigned shop) 

- Doing the activities in the pre-task cycle of each task (e.g., 

feature ranking, and playing a news game) 

Exploration - Reading the information boards in the Social Area 

- Reading the information utilized by the web tool in the Social 

Area 

- Watching videos utilized by the web tool in the Social Area 

- Reading the information boards in the Presentation Area 

- Reading the information presented on the Presentation Tool 

screen in the Presentation Area 

- Utilizing navigation tools (direction sign, mini map, and 

TeachinGrid Map) in the 3D VLE 
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Table 4.18. (continued) 

Actions Operations 

Exploration - Listening information provided by the instructor about the task 

(e.g., group visits in breakout room session) 

- Information exchange among group members 

- Sharing pre-determined roles for the task 

- Discussing with the group members on task 

- Using different kind of sources (instructor, 3D VLE, group 

members, web sources) 

- Asking questions to the instructor/group members about the 

tasks 

- Asking questions to the researcher/instructor/group members 

about the use of the tools in 3D VLE 

Integration - Decisions are made about integration of ideas. 

- Solving problems with information from different sources 

(instructor, 3D VLE, group members, web sources) 

- Answering questions with the help of information acquired in the 

3D environment  

- Trials before the performing tasks (presentation, roleplays) 

- Solving problems with the help of personal experiences. 

- Downloading the presentation template from Moodle  

(i.e., Task 4) 

- Creating a presentation 

- Uploading the presentation to Moodle. 
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Table 4.18 (continued) 

Actions Operations 

Resolution - Applying new ideas  

- Performing tasks - Making a presentation 

- Performing tasks - Making a role-play 

- Having a virtual experience related to task. 

- Critiquing the task performance (e.g., strengths and weaknesses) 

- Evaluating the task performance by utilizing SLOODLE Choice 

Tool (e.g., going to the Social Area to vote for the groupsô 

performance, after all groupsô presentation) 

- Think about applying in real life what is learned in 3D VLE. 

 

In addition to Table 4.18, the actions and operations of CP are presented in detail 

by each in-class-task session (Task 1-2-3-4) below. The screen recordings of task 

sessions were analyzed in terms of the operations that subjects performed in each 

task. Operations combined into each concerning action (e.g., TE phase) of CP by 

the order of occurrence. In addition to this, operations of the instructor and 

researcher for each action (e.g., TE) of CP were presented throughout the process 

of ensuring and sustaining CP. Actions and operations for Task 1 were presented in 

Table 4.19, for Task 2 in Table 4.20, for Task 3 in Table 4.21, and for Task 4 in 

Table 4.22. 

 

 

 



 

 

241 

  

 T
a
b

le
 4
.1

9 
A

c
ti
o

n
s
 a

n
d

 O
p

e
ra

ti
o

n
s
 f
o

r 
T

a
s
k
 1 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs 

In
s
tr

u
c
to

r 
R

e
s
e
a
rc

h
e
r 

T
ri
g

g
e

ri
n

g
 E

v
e
n

t 
1

.
G

o
 

to
 

th
e

 
S

o
c
ia

l 

A
re

a
. 

2
.

S
it 

o
n

 
th

e
 

c
h

a
ir
 

a
t 

S
o

c
ia

l 
A

re
a
. 

3
.

A
n

s
w

e
r 

th
e

 

in
s
tr

u
c
to

r 
q

u
e
s
ti
o

n
s
.

 

4
.

W
a
tc

h
 

th
e

 
v
id

e
o

 

u
ti
liz

in
g
 w

e
b

 t
o

o
l 

5
.

R
e
a
d

 
th

e
 

in
fo

rm
a

ti
o

n
 

b
o

a
rd

 

n
e
a
r 

S
o

c
ia

l 
A

re
a
 
to

 

g
e
t 

in
fo

rm
a

ti
o

n
 

a
b

o
u

t 
th

e
 t
a

s
k
.

 

1
.

G
a

th
e

rs
 

E
F

L
 

le
a
rn

e
rs

 
a

t 
th

e
 

S
o

c
ia

l 
A

re
a 

2
.

In
tr

o
d

u
c
e
s
 t

o
p

ic
. 

3
.

A
s
k
s
 

s
o

m
e

 
q

u
e

s
ti
o

n
s
 

r
e
la

te
d

 
to

 

th
e

 t
o

p
ic

. 

4
.

A
s
k
s
 

q
u

e
s
ti
o

n
s
 

re
la

te
d

 
to

 
th

e
 

v
id

e
o

. 

5
.

In
tr

o
d

u
c
e
s
 t

h
e

 t
a

s
k
.

 

6
.

A
s
k
s
 E

F
L
 l
e

a
rn

e
rs

 t
o

 c
lic

k
 o

n
 t

h
e

 

b
o

x 
(
ñ
A
s
s
i
g
n
 
a
 
s
h
o
p
ò
 
b
o
x
)

 n
e
a
r 

T
V

 
s
c
re

e
n

 
a

t 
S

o
c
ia

l 
A

re
a

 
to

 

a
s
s
ig

n
 t

h
e

m
 t

o
 t

h
e

 s
h

o
p

s
.

 

7
.

A
n

n
o

u
n

c
e

s
 

tim
e
 

lim
it
 

a
n

d
 

lo
c
a

ti
o

n
 w

h
e

re
 t

h
e

y
 c

a
n

 
m

a
k
e
 t

h
e

 

ro
le

p
la

y
s 

8
.

H
e

lp
s
 

E
F

L
 

le
a

rn
e

rs
 

a
b

o
u

t 

n
a

v
ig

a
ti
o

n
a

l 
p

ro
b

le
m

s 
(e

.g
.,

 

lo
c
a

ti
o

n
 o

f 
in

fo
rm

a
ti
o

n
 b

o
a

rd
)

  

 

1
.

G
o

e
s
 

to
 

th
e

 
S

o
c
ia

l 

A
re

a 

2
.

W
ri
te

s
 
th

e
 
lin

k
 
to

 
th

e
 

w
e
b

 
to

o
l 

to
 

s
h

o
w

 
a
 

v
id

e
o

 t
o

 t
h

e
 a

u
d

ie
n

c
e
.

 

 



 

 

242 

 

T
a
b

le
 4

.1
9

 (c
o

n
ti
n

u
e
d

) 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs 

In
s
tr

u
c
to

r 
R

e
s
e
a
rc

h
e
r 

E
x
p

lo
ra

ti
o

n 
6

.
G

o
 t
o

 t
h

e
 a

s
s
ig

n
e
d

 s
h

o
p

s
.

 

7
.

U
s
e
 n

a
v
ig

a
ti
o

n
 t
o

o
ls

.
 

8
.

A
n

s
w

e
r 

th
e
 

in
s
tr

u
c
to

rô
s 

q
u

e
s
ti
o

n
s
. 

9
.

S
h

a
re

 
ro

le
s 
a
m

o
n

g
 
g

ro
u

p
 

m
e

m
b

e
rs 

1
0

.D
is

c
u
s
s
 

w
it
h

 
th

e
 

g
ro

u
p

 

m
e

m
b

e
rs

. 

1
1

.U
s
e
 

d
if
fe

re
n

t 
k
in

d
 

o
f 

s
o

u
rc

e
s
 

(i
n

s
tr

u
c
to

r.
 3

D
 

V
L
E

. 
g

ro
u

p
 m

e
m

b
e
rs

)
 

9
.

A
s
k
s
 

th
e

 
re

s
e

a
rc

h
e

r 
to

 
a
s
s
ig

n
 

th
e

m
 
to

 
th

e
 
b

re
a

k
o

u
t 

ro
o

m
s
 
in

 

Z
o

o
m

 f
o

r 
in
-g

ro
u

p
 d

is
c
u

s
s
io

n
s
.

 

1
0

.V
is

it
s
 

e
a
c
h

 
g
ro

u
p

 a
t 

le
a
s
t 
o

ne
 

ti
m

e
 

to
 

a
n

s
w

e
r 

th
e

ir
 

q
u

e
s
ti
o

n
s
 

re
la

te
d

 t
o

 t
h

e
 t

a
s
k. 
 

1
1

.S
u

m
m

a
ri
z
e

s
 

th
e

 
ta

s
k

 
to

 
e
a
c
h

 

g
ro

u
p

 (
cla

ri
fi
c
a
ti
o

n)
 

1
2

.N
e

g
o

ti
a
te

s
 o

n
 t
h

e
 r

o
le

s
 

 

1
3

.A
s
k
s 

a
b

o
u

t 
w

h
a
t 

th
e

y
 a

re g
o

in
g
 

to
 d

o
 i
n

 t
h

e
 r

o
le-
p

la
y
. 

1
4

.I
n

fo
rm

s
 

th
e

 
re

s
e

a
rc

h
e

r 
to

 b
e
 

a
s
s
ig

ne
d

 a
n

o
th

e
r 

b
re

a
k
o

u
t 

ro
o

m 

w
h

e
n

 
th

e
 

g
ro

u
p

 
v
is

it
 

h
a

s
 

fi
n

is
h

e
d

. 

 

3
.

A
s
s
ig

n
s
 E

F
L
 l

e
a

rn
e
rs 

to
 t

h
e

 b
re

a
k
o

u
t 

ro
o

m
s
 

in
 Z

o
o

m
 f

o
r 

in
-g

ro
u

p
 

d
is

c
u

s
s
io

n
s
. 

4
.

A
s
s
ig

n
s
 th

e
 i

n
s
tr

u
c
to

r 

to
 t

h
e

 b
re

a
k
o

u
t 

ro
o

m
s
 

in
 

Z
o

o
m

 
fo

r 
g
ro

u
p

 

v
is

it
s
. 

5
.

F
o

llo
w

s
 t

h
e

 i
n

s
tr

u
c
to

r 

d
u

ri
n

g
 

b
re

a
k
o

u
t 

r
o
o
m
s
ô
 
s
e
s
s
i
o
n
s
.

 

 

 



 

 

243 

 

T
a
b

le
 4

.1
9

 (c
o

n
ti
n

u
e
d

) 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs 

In
s
tr

u
c
to

r 
R

e
s
e

a
rc

h
e

r 

In
te

g
ra

ti
o

n 
1

2
.

M
a

k
e

 
d

e
c
is

io
n

s
 

a
b

o
u
t 

in
te

g
ra

ti
o

n
 o

f 
id

e
a

s
. 

1
3

.
S

o
lv

e
 

p
ro

b
le

m
s
 

w
it
h
 

in
fo

rm
a

ti
o

n
 

fr
o

m
 

d
if
fe
re

n
t 

s
o

u
rc

e
s
 

(i
n

s
tr

u
c
to

r.
 

e
n
v
ir

o
n

m
e

n
t.

 f
ri

e
n
d

s
) 

1
4

.
A

n
s
w

e
r 

q
u
e

s
ti
o

n
s
 

w
it
h
 

th
e

 

h
e

lp
 o

f 
in

fo
rm

a
ti
o

n
 a

c
q

u
ir

e
d

 

in
 3

D
 e

n
v
ir

o
n

m
e

n
t. 

1
5

.
S

o
lv

e
 p

ro
b

le
m

s
 w

it
h
 t

h
e

 h
e

lp
 

o
f 
p

e
rs

o
n
a

l 
e

x
p

e
ri

e
n
c
e

s
.

 

1
5

.
In

fo
rm

s
 

E
F

L
 

le
a

rn
e

rs
 

h
o

w
 

m
u
c
h
 

ti
m

e
 l

e
ft

 f
o

r 
th

e
 c

lo
s
in

g
 o

f 
b

re
a

k
o

u
t 

ro
o

m
 s

e
s
s
io

n. 

6
.

In
fo

rm
s
 

th
e

 
in

s
tr

u
c
to

r 
h
o

w
 

m
u
c
h

 
ti
m

e
 
le

ft
 
fo

r 
th

e
 
c
lo

s
in

g
 

o
f 
b

re
a

k
o

u
t 

ro
o

m
 s

e
s
s
io

n
.

 

R
e

s
o

lu
ti
o

n 
1

6
.

P
e

rf
o

rm
 t

h
e

 t
a

s
k
 

- 
R

o
le

-p
la

y 

1
7

.
H

a
v
e

 
a

 
v
ir

tu
a

l 
e

x
p

e
ri

e
n
c
e

 

re
la

te
d

 t
o

 t
a

s
k
. 

1
8

.
T

h
in

k
 

th
a

t 
th

e
y
 

c
a

n
 

a
p

p
ly

 

w
h

a
t 

is
 l
e

a
rn

e
d

 i
n
 r

e
a

l 
li
fe

.
 

1
6

.
A

s
k
s
 t

h
e

 E
F

L
 l

e
a

rn
e

rs
 b

e
g
in

 f
o

r 
th

e
 

ro
le

-p
la

y
. 

1
7

.
W

a
rn

s
 

th
e

 
E

F
L
 

le
a

rn
e

rs
 

fo
r 

th
e
 

te
c
h
n

ic
a

l 
p

ro
b

le
m

s
 (

m
ic

ro
p

h
o

n
e

).
 

1
8

.
A

s
k
s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 

c
o

m
m

e
n
ts

 r
e

la
te

d
 t

o
 t

h
e

 g
ro

u
p

 t
a

s
k
 

p
e

rf
o

rm
a

n
c
e

. 

1
9

.
E

n
c
o

u
ra

g
e

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 

c
o

m
m

e
n
ts

 r
e

la
te

d
 t

o
 t

h
e

 g
ro

u
p

 t
a

s
k
 

p
e

rf
o

rm
a

n
c
e

. 

2
0

.
A

s
k
s
 E

F
L
 l

e
a

rn
e

rs
 t

o
 m
o

v
e

 a
n
o

th
e

r 

s
h
o

p
 

fo
r 

th
e

 
o

th
e

r 
g
ro

u
p

 
ta

s
k
 

p
e

rf
o

rm
a

n
c
e

. 

2
1

.
A

s
k
s
 t

h
e

m
 t

o
 g

o
 t

o
 t

h
e

 S
o

c
ia

l 
A

re
a

 

to
 v

o
te

 f
o

r 
th

e
 g

ro
u
p

s
' 

p
e

rf
o

rm
a

n
c
e

 

a
f
t
e
r
 
a
l
l
 
g
r
o
u
p
s
ô
 
p
r
e
s
e
n
t
a
t
i
o
n
.

 

2
2

.
W

a
rn

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

c
li
c
k
in

g
 

o
n
c
e

 t
im

e
 f

o
r 

th
e

 v
o

ti
n

g
 t

o
o

l.
 

 

2
3

.
A

n
n
o

u
n
c
e

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 

w
in

n
e

r 
g
ro

u
p

 a
m

o
n
g
 g

ro
u
p

s
.

 

 

7
.

W
a

rn
s
 

th
e

 
in

s
tr

u
c
to

r/
E

F
L

 

le
a

rn
e

rs
 f

o
r 

th
e

 c
o

m
m

u
n
ic

a
ti
o

n
 

p
ro

b
le

m
s
 (

m
ic

ro
p

h
o

n
e

)
 

8
.

A
s
s
is

ts
 

th
e

 
in

s
tr

u
c
to

r/
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 
n
a

v
ig

a
ti
o

n
 

p
ro

b
le

m
s
. 

9
.

G
o

e
s
 

to
 

th
e

 
S

o
c
ia

l 
A

re
a

 
to

 

o
b

s
e

rv
e

 
th

e
m

 
d

u
ri

n
g
 

v
o

ti
n
g

 

p
r
o
c
e
s
s
 

a
f
t
e
r
 

a
l
l
 

g
r
o
u
p
s
ô
 

p
re

s
e

nta
ti
o

n
  

 

 



 

 

244 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 T
a
b

le
 4
.2

0 
A

c
ti
o

n
s
 a

n
d

 O
p

e
ra

ti
o

n
s
 f
o

r 
T

a
s
k
 

2
 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs 

In
s
tr

u
c
to

r 
R

e
s
e

a
rc

h
e

r 

T
ri

g
g
e

ri
n
g
 E

v
e

n
t 

1
.

G
o

 t
o

 t
h
e

 S
o

c
ia

l 
A

re
a

.
 

2
.

S
e

a
rc

h
 a

ro
u

n
d

 t
o

 f
in

d
 t

h
e

 

b
o

tt
le

s
 
in

 
th

e
 

s
c
a

v
e

n
g
e

r 

h
u

nt
 g

a
m

e
. 

3
.

R
e

a
d

 
th

e
 

n
o

te
c
a

rd
s
 

re
la

te
d

 t
o

 p
h
o

b
ia

.
 

4
.

P
re

s
e

n
t 

th
e

 p
h
o

b
ia

 t
o

 t
h
e

 

a
u
d

ie
n
c
e

. 

1
.

G
a

th
e

rs
 E

F
L
 l
e

a
rn

e
rs

 a
t 

th
e

 S
o

c
ia

l 
A

re
a

 

2
.

In
tr

o
d

u
c
e

s
 t

o
p

ic
. 

3
.

A
s
k
s
 s

o
m

e
 q

u
e

s
ti
o

n
s
 r

e
la

te
d

 t
o

 t
h
e

 t
o

p
ic

.
 

4
.

In
tr

o
d

u
c
e

s
 t

h
e

 s
c
a

v
e

n
g
e

r 
h

u
n
t 

g
a

m
e

.
 

5
.

A
s
k
s
 q

u
e

s
ti
o

n
s
 a

b
o

u
t 

th
e

 p
h
o

b
ia

s
 m

e
n
ti

o
n
e

d
 i

n
 

n
o

te
c
a

rd
s
. 

6
.

W
a

rn
s
 
E

F
L
 
le

a
rn

e
rs

 
w

h
o

 
a

re
 
n
o

t 
o

b
e

y
in

g
 
th

e
 

ru
le

s
, 

w
h
ic

h
 m

a
y
 a

ff
e

c
t 

th
e

 s
y
s
te

m
 p

e
rf

o
rm

a
n
c
e

 

(e
.g

.,
 c

lic
k
in

g
 o

n
 T

V
 s

c
re

e
n
 m

a
n

y
 t

im
e

s
)

 

7
.

A
s
k
s
 q

u
e

s
ti
o

n
s
 r

e
la

te
d

 t
o

 t
h
e

 n
e

w
s
.

 

8
.

In
tr

o
d

u
c
e

s
 t

h
e

 t
a

s
k
 

 

9
.

A
n

n
o

u
n
c
e

s
 t

im
e

 l
im

it
 a

n
d

 l
o

c
a

ti
o

n
 w

h
e

re
 t

h
e

y
 

c
a

n
 m

a
k
e

 t
h
e

 r
o

le
p

la
y
s 

1
0

.
H

e
lp

s
 

E
F

L
 

le
a

rn
e

rs
 

a
b

o
u
t 

n
a

v
ig

a
ti
o

n
a

l 

p
ro

b
le

m
s
 (

e
.g

.,
 l
o

c
a

ti
o

n
 o

f 
in

fo
rm

a
ti
o

n
 b

o
a

rd
) 

 

1
1

.
W

a
rn

s
 E

F
L
 l

e
a

rn
e

rs
 w

h
o

 a
re

 n
o

t 
fo

llo
w

in
g
 t

h
e

 

in
s
tr

u
c
ti
o

n
s
. 

1
.

G
o

e
s
 t

o
 t

h
e

 S
o

c
ia

l 
A

re
a

.
 

2
.

In
fo

rm
s
 t

h
e

 i
n

s
tr

u
c
to

r 
a

b
o

u
t 

E
F

L
 

le
a

rn
e

rs
 w

h
o

 a
re

 n
o

t 
o

b
e

y
in

g
 t

h
e

 

ru
le

s
, 

w
h

ic
h
 

m
a

y
 

a
ff
e

c
t 

th
e

 

s
y
s
te

m
 

p
e

rf
o

rm
a

n
c
e

 
(e

.g
.,

 

c
lic

k
in

g
 

o
n
 

T
V

 
s
c
re

e
n
 

m
a

n
y
 

ti
m

e
s
) 

3
.

A
s
s
is

ts
 

th
e

m
 

if
 

th
e

y
 

n
e

e
d
 

a
s
s
i
s
t
a
n
c
e
 
(
e
.
g
.
,
 
ñ
I
f
 
y
o
u
 
s
t
a
c
k
 

s
o

m
e

w
h

e
re

. 
c
lic

k
 

o
n
 

th
e

 
m

in
i 

m
a
p
.
ò
,
 
ñ
Y
o
u
 
c
a
n
n
o
t
 
t
a
k
e
.
 
Y
o
u
 

ju
s
t 

n
e

e
d

 
to

 
c
lic

k
 
o

n
 
th

is
. 

J
u
s
t 

c
lic

k
 

o
n
c
e

 
ti
m

e
, 

n
o

t 
m

a
n

y
 

t
i
m
e
s
.
ò
,
 
ñ
U
s
e
 
t
h
e
 
m
i
n
i
 
m
a
p
 
t
o
 

c
o
m
e
 
t
o
 
S
o
c
i
a
l
 
A
r
e
a
ò

 

4
.

In
fo

rm
s
 t

h
e

 i
n

s
tr

u
c
to

r 
a

b
o

u
t 

E
F

L
 

le
a

rn
e

rs
 

w
h
o

 
h
a

v
e

 
m

ic
ro

p
h

o
n
e

 

p
ro

b
le

m
s
. 

5
.

W
ri

te
s
 t

h
e

 l
in

k
 t

o
 t

h
e

 w
e

b
 t

o
o

l 
to

 

s
h
o

w
 a

 n
e

w
s
 t

o
 t

h
e

 a
u
d

ie
n
c
e

.
 

 

 



 

 

245 

 

T
a
b

le
 4

.2
0

 (c
o

n
ti
n

u
e
d

) 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs 

In
s
tr

u
c
to

r 
R

e
s
e

a
rc

h
e

r 

E
x
p

lo
ra

ti
o

n 
5

.
G

o
 

to
 

th
e

 
a

s
s
ig

n
e

d
 

s
h
o

p
s
. 

6
.

U
s
e

 n
a

v
ig

a
ti
o

n
 t

o
o

ls
.

 

7
.

A
n
s
w

e
r 

th
e

 i
n
s
tr

u
c
to

r 

q
u
e

s
ti
o

n
s
. 

8
.

S
h
a

re
 r

o
le

s
. 

9
.

D
is

c
u

s
s
 

w
it
h
 

th
e

 

g
ro

u
p

 m
e

m
b

e
rs

.
 

1
0

.
U

s
e

 d
if
fe

re
n
t 

k
in

d
 o

f 

s
o

u
rc

e
s
 

(i
n
s
tr

u
c
to

r,
 

g
ro

u
p

 m
e

m
b

e
rs

, 
w

e
b

 

s
o

u
rc

e
s
) 

1
2

.
A

s
k
s
 t

h
e

 r
e

s
e

a
rc

h
e

r 
to

 a
s
s

ig
n
 t

h
e

m
 t

o
 t

h
e

 

b
re

a
k
o

u
t 

ro
o

m
s
 

in
 

Z
o

o
m

 
fo

r 
in-g

ro
u
p

 

d
is

c
u
s
s
io

n
s
. 

1
3

.
V

is
it
s
 

e
a

c
h
 

g
ro

u
p

 
a

t 
le

a
s
t 

o
n
e

 
ti
m

e
 

to
 

a
n
s
w

e
r 

th
e

ir
 q

u
e

s
ti
o

n
s
 r

e
la

te
d

 t
o

 t
h
e

 t
a

s
k
. 

 

1
4

.
S

u
m

m
a

ri
z
e

s
 

th
e

 
ta

s
k
 

to
 

e
a

c
h
 

g
ro

u
p

 

(c
la

ri
fi
c
a

ti
o

n
) 

1
5

.
N

e
g
o

ti
a

te
s
 o

n
 t

h
e

 r
o

le
s
 

 

1
6

.
A

s
k
s
 a

b
o

u
t 

w
h
a

t 
th

e
y
 a

re
 g

o
in

g
 t

o
 d

o
 i

n
 

th
e

 r
o

le
-p

la
y
. 

1
7

.
In

fo
rm

s
 

th
e

 
re

s
e

a
rc

h
e

r 
to

 
b

e
 

a
s
s
ig

n
e

d
 

a
n
o

th
e

r 
b

re
a

k
o

u
t 

ro
o

m
 

w
h
e

n
 

th
e

 
g
ro

u
p

 

v
is

it
 h

a
s
 f

in
is

h
e

d
. 

6
.

A
s
s
ig

n
s
 E

F
L
 l

e
a

rn
e

rs
 t

o
 t

h
e

 

b
re

a
k
o

u
t 

ro
o

m
s
 i

n
 Z

o
o

m
 f

o
r 

in
-g

ro
u
p

 d
is

c
u
s
s
io

n
s
.

 

7
.

A
s
s
ig

n
s
 t

h
e

 i
n
s
tr

u
c
to

r 
to

 t
h
e

 

b
re

a
k
o

u
t 

ro
o

m
s
 i

n
 Z

o
o

m
 f

o
r 

g
ro

up
 v

is
it
s
. 

8
.

F
o

llo
w

s
 

th
e

 
in

s
tr

u
c
to

r 

d
u
r
i
n
g
 

b
r
e
a
k
o
u
t
 

r
o
o
m
s
ô
 

s
e

s
s
io

n
s
. 

9
.

W
a

rn
s
 t

h
e

 E
F

L
 l

e
a

rn
e

rs
 n

o
t 

to
 

u
s
e

 
L
1

 
d

u
ri

n
g
 

b
re

a
k
o

u
t 

s
e

s
s
io

n
s
. 

1
0

.
H

e
lp

s
 

E
F

L
 

le
a

rn
e

rs
 

a
b

o
u
t 

n
a

v
ig

a
ti
o

n
a

l 
p

ro
b

le
m

s
 
(e

.g
.,

 

lo
c
a

ti
o

n
 

o
f 

in
fo

rm
a

ti
o

n
 

b
o

a
rd

)  

1
1

.
In

fo
rm

s
 

th
e

 
E

F
L
 

le
a

rn
e

rs
/ 

in
s
tr

u
c
to

r 
a

b
o

ut 
th

e
 

m
ic

ro
p

h
o

n
e

 
p

ro
b

le
m

s
 

(C
o

m
m

u
n
ic

a
ti
o

n
 p

ro
b

le
m

s
)  

     

 



 

 

246 

 

T
a
b

le
 4

.2
0

 (
c
o

n
ti
n

u
e
d

)
 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs 

In
s
tr

u
c
to

r 
R

e
s
e

a
rc

h
e

r 

In
te

g
ra

ti
o

n 
1

1
.

M
a

k
e

 
d

e
c
is

io
n

s
 

a
b

o
u
t 

in
te

g
ra

ti
o

n
 o

f 
id

e
a

s
.

 

1
2

.
S

o
lv

e
 

p
ro

b
le

m
s
 

w
it
h

 

in
fo

rm
a

ti
o

n
 

fr
o

m
 

d
if
fe

re
n
t 

s
o

u
rc

e
s
 (

in
s
tru
c
to

r,
 3

D
 V

L
E

, 

g
ro

u
p

 
m

e
m

b
e

rs
, 

w
e

b
 

s
o

u
rc

e
s
) 

1
3

.
A

n
s
w

e
r 

q
u
e

s
ti
o

n
s
 

w
it
h
 

th
e

 

h
e

lp
 o

f 
in

fo
rm

a
ti
o

n
 a

c
q

u
ir

e
d

 

in
 3

D
 e

n
v
ir

o
n

m
e

n
t. 

1
4

.
S

o
lv

e
 p

ro
b

le
m

s
 w

it
h
 t

h
e

 h
e

lp
 

o
f 
p

e
rs

o
n
a

l 
e

x
p

e
ri

e
n
c
e

s
.

 

1
8

.
In

fo
rm

s
 t

h
e

 E
F

L
 l

e
a

rn
e

rs
 
h
o

w
 
m

u
c
h

 t
im

e
 

le
ft
 

fo
r 

th
e

 
c
lo

s
in

g
 

o
f 

b
re

a
k
o

u
t 

ro
o

m
 

s
e

s
s
io

n
. 

1
2

.
In

fo
rm

s
 
th

e
 
in

s
tr

u
c
to

r 
h
o

w
 

m
u
c
h
 

ti
m

e
 

le
ft
 

fo
r 

th
e

 

c
lo

s
in

g
 

o
f 

b
re

a
k
o

u
t 

ro
o

m
 

s
e

s
s
io

n
. 

R
e

s
o

lu
ti
o

n 
1

5
.

P
e

rf
o

rm
 t

h
e

 t
a

s
k
 (

R
o

le-p
la

y
) 

1
6

.
H

a
v
e

 
a

 
v
ir

tu
a

l 
e

x
p

e
ri

e
n
c
e

 

re
la

te
d

 t
o

 t
a

s
k
. 

1
7

.
T

h
in

k
 

th
a

t 
th

e
y
 

c
a

n
 

a
p

p
ly

 

w
h

a
t 

is
 l
e

a
rn

e
d

 i
n
 r

e
a

l 
li
fe

.
 

1
9

.
G

a
th

e
rs

 E
F

L
 l
e

a
rn

e
rs

 a
t 

th
e

 S
o

c
ia

l 
A

re
a

  

2
0

.
A

s
k
s
 E

F
L
 l
e

a
rn

e
rs

 b
e

g
in

 f
o

r 
th

e
 r

o
le

-p
la

y
. 

2
1

.
A

s
k
s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 
c
o

m
m

e
n
ts

 

re
la

te
d

 t
o

 t
h
e

 g
ro

u
p

 t
a

s
k
 p

e
rf

o
rm

a
n
c
e

.
 

2
2

.
E

n
c
o

u
ra

g
e

s
 E

F
L
 l
e

a
rn

e
rs

 f
o

r 
th

e
 c

o
m

m
e

n
ts

 

re
la

te
d

 t
o

 t
h
e

 g
ro

u
p

 t
a

s
k
 p

e
rf

o
rm

a
n
c
e

.
 

2
3

.
W

a
rn

s
 
th

e
 
E

F
L
 
le

a
rn

e
rs

 
w

h
e

n
 
th

e
y
 
h
a

v
e

 

p
ro

c
e

d
u
ra

l 
p
ro

b
le

m
 

re
la

te
d

 
to

 
th

e
 

ta
s
k
. 

(I
n
s
tr

u
c
ti
o

n
 - 

ro
le

s
) 

2
4

.
W

a
rn

s
 

th
e

 
E

F
L
 

le
a

rn
e

rs
 

w
h

e
n
 

th
e

y
'r
e

 

g
ig

g
lin

g
. 

2
5

.
E

n
c
o

u
ra

g
e

s
 

th
e

 
E

F
L
 

le
a

rn
e

rs
 

w
h
e

n
 

th
e

y
 

h
a

v
e

 p
ro

b
le

m
 r

e
la

te
d

 t
o

 t
a

s
k
 r

o
le

s
.

 

2
6

.
A

s
k
s
 t

h
e

m
 t

o
 g

o
 t

o
 t

h
e

 S
o

c
ia

l 
A

re
a

 t
o

 v
o

te
 

fo
r 

th
e

 
g
ro

u
p

s
' 

p
e

rf
o

rm
a

n
c
e

 
a

ft
e

r 
a

ll
 

g
ro

up
s
ô
 
p
r
e
s
e
n
t
a
t
i
o
n
.

 

2
7

.
W

a
rn

s
 E

F
L

 l
e

a
rn

e
rs

 f
o

r 
c
li
c
k
in

g
 o

n
c
e

 t
im

e
 

fo
r 

th
e

 v
o

ti
n

g
 t

o
o

l.
  

2
8

.
A

n
n
o

u
n
c
e

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 
w

in
n
e

r 

g
ro

u
p

 a
m

o
n

g
 g

ro
u
p

s
.

 

1
3

.
W

a
rn

s
 

th
e

 
in

s
tr

u
c
to

r/
E

F
L

 

le
a

rn
e

rs
 

fo
r 

th
e

 

c
o

m
m

u
n

ic
a

ti
o

n
 

p
ro

b
le

m
s
 

(m
ic

ro
p

h
o

n
e

) 

1
4

.
In

fo
rm

s
 t

h
e

 i
n
s
tr

u
c
to

r 
w

h
e

n
 

E
F

L
 

le
a

n
e

rs
 

h
a

v
e

 

p
ro

c
e

d
u
ra

l 
p

ro
b

le
m

 
re

la
te

d
 

to
 

th
e

 
ta

s
k
. 

(C
o

n
fu

s
io

n
 

in
 

ro
le

s
) 

1
5

.
G

o
e

s
 
to

 
th

e
 
S

o
c
ia

l 
A

re
a

 
to

 

o
b

s
e

rv
e

 t
h
e

m
 d

u
ri

n
g
 v

o
ti
n
g

 

p
r
o
c
e
s
s
 
a
f
t
e
r
 
a
l
l
 
g
r
o
u
p
s
ô
 

p
re

s
e

n
ta

ti
o

n
  

 

 



 

 

247 

T
a
b

le
 4
.2

1 
A

c
ti
o

n
s
 a

n
d

 O
p

e
ra

ti
o

n
s
 f
o

r 
T

a
s
k
 

3
 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs 

In
s
tr

u
c
to

r 
R

e
s
e

a
rc

h
e

r 

T
ri

g
g
e

ri
n
g
  

E
v
e

n
t 

1
.

G
a

th
e

r 
a

t 
th

e
 W

e
lc

o
m

e
 A

re
a

.
 

2
.

G
o

 t
o

 t
h
e

 P
re

s
e

n
ta

ti
o

n
 A

re
a

.
 

3
.

S
it
 o

n
 t

h
e

 c
h
a

ir
 a

t 
P

re
s
e

n
ta

ti
o

n
 

A
re

a
. 

4
.

A
n
s
w

e
r 

th
e

 
in

s
tr

u
c
to

r 

q
u
e

s
ti
o

n
s 

5
.

D
o

 
th

e
 

a
c
ti
v
it
y
 

(f
e

a
tu

re
 

ra
n
k
in

g
) 

6
.

R
e

a
d

 
th

e
 
in

s
tr

u
c
t

io
n
 
fr

o
m

 
th

e
 

P
re

s
e

n
ta

ti
o

n
 

S
c
re

e
n
 

to
 

g
e

t 

in
fo

rm
a

ti
o

n
 a

b
o

u
t 

th
e

 t
a

s
k
.

 

7
.

R
e

a
d

 
th

e
 

in
fo

rm
a

ti
o

n
 

b
o

a
rd

 

n
e

a
r 

th
e

 
P

re
s
e

n
ta

ti
o

n
 

A
re

a
 

to
 

g
e

t 
in

fo
rm

a
ti
o

n
 a

b
o

u
t 

th
e

 t
a

s
k
.

  

 

1
.

G
o

e
s
 t

o
 t

h
e

 P
re

s
e

n
ta

ti
o

n
 A

re
a

.
 

2
.

G
a

th
e

rs
 

s
tu

d
e

n
ts

 
to

 
th

e
 

P
re

s
e

n
ta

ti
o

n
 A

re
a

.
 

3
.

In
tr

o
d

u
c
e

s
 t

o
p

ic
. 

4
.

A
s
k
s
 s

o
m

e
 q

u
e

s
ti
o

n
s
 r

e
la

te
d

 t
o

 

th
e

 t
o

p
ic

. 

5
.

E
n
c
o

u
ra

g
e

s
 

E
F

L
 

le
a

rn
e

rs
 

to
 

a
n
s
w

e
r 

th
e

 q
u
e

s
ti
o

n
s
. 

(W
h
a

t 
d

o
 

y
o

u
 t

h
in

k
?

) 

6
.

A
s
k
s
 

th
e

m
 

to
 

d
o

 
th

e
 

a
c
ti
v
it
y
 

(f
e

a
tu

re
 r

a
n

k
in

g
) 

7
.

W
a

rn
s
 
th

e
 
E

F
L
 
le

a
rn

e
rs

 
n
o

t 
to

 

p
la

y
 w

it
h
 t

h
e

ir
 m

ic
ro

p
h
o

n
e

s
.

 

8
.

In
tr

o
d

u
c
e

s
 t

h
e

 t
a

s
k
.

 

9
.

A
n

n
o

u
n
c
e

s
 

ti
m

e
 

lim
it
 

an
d

 

lo
c
a

ti
o

n
 

w
h
e

re
 
th

e
y
 
c
a

n
 

m
a

k
e

 

th
e

 r
o

le
p

la
y
s
. 

1
.

V
is

it
s
 t

h
e

 W
e

lc
o

m
e

 A
re

a
 i

f 
n

e
c
e

s
s
a

ry
 

fo
r 

h
e

lp
. 

2
.

R
e

m
in

d
s
 

E
F

L
 

le
a

rn
e

rs
 

u
s
in

g
 

T
e

a
c
h
in

G
ri

d
 

M
a

p
 

to
 

te
le

p
o

rt
 

to
 

P
re

s
e

n
ta

ti
o

n
 A

re
a

.
 

3
.

G
o

e
s
 t
o

 t
h
e

 P
re

s
e

n
ta

ti
o

n
 A

re
a

.
 

4
.

M
a

n
a

g
e

s
 

th
e

 
P

re
s
e

n
ta

ti
o

n
 

T
o

o
l 

a
n
d

 

m
o

v
e

s
 
th

e
 
s
lid

e
s
 
w

h
e

n
 
th

e
 
in

s
tr

u
c
to

r 

a
s
k
s
. 

E
x
p

lo
ra

ti
o

n 
8

.
A

n
s
w

e
r 

th
e

 
in

s
tr

u
c
to

r 

q
u
e

s
ti
o

n
s
. 

9
.

S
h
a

re
 r

o
le

s
. 

1
0

.
D

is
c
u

s
s
 

w
it
h
 

th
e

 
g
ro

u
p
 

m
e

m
b

e
rs

. 

1
1

.
U

s
e

 
d

if
fe

re
n

t 
k
in

d
 
o

f 
s
o

u
rc

e
s
 

(i
n
s
tr

u
c
to

r,
 

g
ro

u
p

 
m

e
m

b
e

rs
, 

w
e

b
 s

o
u
rc

e
s
) 

1
0

.
A

s
k
s
 

th
e

 
re

s
e

a
rc

h
e

r 
to

 
a

s
s
ig

n
 

th
e

m
 
to

 
th

e
 
b

re
a

k
o

u
t 

ro
o

m
s
 
in

 

Z
o

o
m

 f
o

r 
in
-g

ro
u
p

 d
is

c
u
s
s
io

n
s
.

 

1
1

.
V

is
it
s
 
e

a
c
h
 
g
ro

u
p

 
a

t 
le

a
s
t 

o
n
e

 

ti
m

e
 
to

 
a

n
s
w

e
r 

th
e

ir
 
q

u
e

s
ti
o

n
s
 

re
la

te
d

 t
o

 t
h
e

 t
a

s
k
.  

1
2

.
S

u
m

m
a

ri
z
e

s
 

th
e

 
ta

s
k
 

to
 

e
a

c
h

 

g
ro

u
p

 (
c
la

ri
fi
c
a

ti
o

n
) 

1
3

.
N

e
g
o

ti
a

te
s
 o

n
 t

h
e

 r
o

le
s
. 

 

1
4

.
A

s
k
s
 a

b
o

u
t 

w
h
a

t 
th

e
y
 a

re
 g

o
in

g
 

to
 d

o
 i
n
 t

h
e

 r
o

le-
p

la
y
. 

1
5

.
In

fo
rm

s
 

th
e

 
re

s
e

a
rc

h
e

r 
to

 
b

e
 

a
s
s
ig

n
e

d
 a

n
o

th
e

r 
b

re
a

k
o

u
t 

ro
o

m
 

w
h

e
n
 

th
e

 
g
ro

u
p

 
v
is

it
 

h
a

s
 

fi
n
is

h
e

d
. 

 

5
.

A
s
s
ig

n
s
 E

F
L
 l

e
a

rn
e

rs
 t

o
 t

h
e

 b
re

a
k
o

u
t 

ro
o

m
s
 

in
 

Z
o

o
m

 
fo

r 
in-

g
ro

u
p

 

d
is

c
u
s
s
io

n
s
. 

6
.

A
s
s
ig

n
s
 t

h
e

 i
n
s
tr

u
c
to

r 
to

 t
h
e

 b
re

a
k
o

u
t 

ro
o

m
s
 i
n
 Z

o
o

m
 f

o
r 

g
ro

u
p

 v
is

it
s
.

 

7
.

F
o

llo
w

s
 t

h
e

 i
n

s
tr

u
c
to

r 
d

u
ri

n
g
 b

rea
k
o

u
t 

r
o
o
m
s
ô
 
s
e
s
s
i
o
n
s
.

 

8
.

W
a

rn
s
 t

h
e

 E
F

L
 W

a
rn

s
 E

F
L
 l
e

a
rn

e
rs

 t
o

 

c
o

n
n
e

c
t 

z
o

o
m

 
w

it
h
 

th
e

ir
 

u
s
e

rn
a

m
e

s
 

a
n
d
 
g
r
o
u
p
 
n
a
m
e
 
(
e
.
g
.
,
 
O
l
i
v
e
r
 
a
s
 
ñ
u
s
e
r
ò
 

in
s
te

a
d

 o
f 
O

li
v
e

r 
G

3
) 

 



 

 

248 

T
a
b

le
 4

.2
2

 (c
o

n
ti
n

u
e
d

) 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs

 
In

s
tr

u
c
to

r
 

R
e

s
e

a
rc

h
e

r 

In
te

g
ra

ti
o

n 
1

2
.

M
a

k
e

 d
ec

is
io

n
s
 a

b
o

u
t 

in
te

g
ra

ti
o

n
 o

f 

id
e

a
s
. 

1
3

.
S

o
lv

e
 

p
ro

b
le

m
s
 

w
it
h
 

in
fo

rm
a

ti
o

n
 

fr
o

m
 

d
if
fe

re
n
t 

s
o

u
rc

e
s
 

(i
n

s
tr

u
c
to

r,
 

3
D

 
V

L
E

, 
g
ro

u
p

 
m

e
m

b
e

rs
, 

w
e

b
 

s
o

u
rc

e
s
) 

1
4

.
A

n
s
w

e
r 

q
u
e

s
ti
o

n
s
 
w

it
h
 
th

e
 
h

e
lp

 
o

f 

in
fo

rm
a

ti
o

n
 

a
c
q

u
ir

e
d

 
in

 
3

D
 

e
n
v
ir

o
n

m
e

n
t. 

1
5

.
S

o
lv

e
 

p
ro

b
le

m
s
 

w
it
h
 

th
e

 
h

e
lp

 
o

f 

p
e

rs
o

n
a

l 
ex
p

e
ri

e
n
c
e

s
. 

1
6

.
In

fo
rm

s
 t

h
e

 E
F

L
 l

e
a

rn
e

rs
 h

o
w

 m
u

c
h

 

ti
m

e
 l

e
ft

 f
o

r 
th

e
 c

lo
s
in

g
 o

f 
b

re
a

k
o

u
t 

ro
o

m
 s

e
s
s
io

n
. 

9
.

In
fo

rm
s
 

th
e

 
in

s
tr

u
c
to

r 
h
o

w
 

m
u
c
h
 t

im
e

 l
e

ft
 f

o
r 

th
e

 c
lo

s
in

g
 

o
f 
b

re
a

k
o

u
t 

ro
o

m
 s

e
s
s
io

n
.

 

R
e

s
o

lu
ti
o

n 
1

7
.

P
e

rf
o

rm
 

th
e

 
ta

s
k
 ï

 
M

a
k
e

 
a

 

p
re

s
e

n
ta

ti
o

n 

1
8

.
H

a
v
e

 a
 v

ir
tu

a
l 

e
x
p

e
ri

e
nc
e

 r
e

la
te

d
 t

o
 

ta
s
k
. 

1
9

.
T

h
in

k
 
th

a
t 

th
e

y
 
c
a

n
 
a

p
p

ly
 
w

h
a

t 
is

 

le
a

rn
e

d
 i
n
 r

e
a

l 
lif

e
. 

2
0

.
A

ft
e

r 
a

ll 
g
ro

u
p

s
' 

p
re

s
e

n
ta

ti
o

n
. 

g
o

 t
o
 

th
e

 
S

o
c
ia

l 
A

re
a

 
to

 
v
o

te
 

fo
r 

th
e

 

g
ro

u
p

s
' 
p

e
rf

o
rm

a
n
c
e

.
 

2
1

.
G

a
th

e
rs

 s
tu

d
e

n
ts

 a
t 

th
e

 P
re

s
e

n
ta

ti
o

n
 

A
re

a
. 

2
2

.
A

s
k
 
th

e
 
E

F
L
 
le

a
rn

e
rs

 
to

 
b

e
g
in

 
fo

r 

th
e

 p
re

s
e

n
tati

o
n
 

2
3

.
W

a
rn

s
 

th
e

 
E

F
L
 

le
a

rn
e

rs
 

fo
r 

th
e

 

c
o

m
m

u
n

ic
a

ti
o

n
 

p
ro

b
le

m
s
 

(m
ic

ro
p

h
o

n
e

)  

2
4

.
A

s
k
s
 E

F
L

 l
e

a
rn

e
rs

 f
o

r 
th

e
 c

o
m

m
e

n
ts

 

re
la

te
d

 
to

 
th

e
 

g
ro

u
p

 
ta

s
k
 

p
e

rf
o

rm
a

n
c
e

. 

2
5

.
E

n
c
o

u
ra

g
e

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 

c
o

m
m

e
n
ts

 r
e

la
te

d
 t

o
 t

h
e

 g
ro

u
p

 t
a

s
k
 

p
e

rf
o

rm
a

n
c
e

. 

2
6

.
A

s
k
s
 t

h
e

m
 t

o
 g

o
 t

o
 t

h
e

 S
o

c
ia

l
 A

re
a

 

to
 v

o
te

 f
o

r 
th

e
 g

ro
u
p

s
' 

p
e

rf
o

rm
a

n
c
e

 

a
f
t
e
r
 
a
l
l
 
g
r
o
u
p
s
ô
 
p
r
e
s
e
n
t
a
t
i
o
n
.

 

2
7

.
W

a
rn

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

c
lic

k
in

g
 

o
n
c
e

 t
im

e
 f

o
r 

th
e

 v
o

ti
n

g
 t

o
o

l.
 

 

2
8

.
A

n
n
o

u
n
c
e

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 

w
in

n
e

r 
g
ro

u
p

 a
m

o
n
g
 g

ro
u
p

s
.

 

1
0

.
W

a
rn

s
 

th
e

 
in

s
tr

u
c
to

r/
E

F
L

 

le
a

rn
e

rs
 f

o
r 

ru
le

s
. 

(e
.g

.,
 P

le
a

s
e

 

tu
rn

 
to

 
th

e
 

a
u
d

ie
n
c
e

 
w

h
ile

 

p
e

rf
o

rm
in

g
 t

h
e

 p
re

s
e

n
ta

ti
o

n
)

 

1
1

.
W

a
rn

s
 

th
e

 
in

s
tr

u
c
to

r/
E

F
L

 

le
a

rn
e

rs
 

fo
r 

th
e

 

c
o

m
m

u
n

ic
a

ti
o

n
 

p
ro

b
le

m
s
 

(m
ic

ro
p

h
o

n
e

) 

1
2

.
M
u
t
e
s
 
o
t
h
e
r
 
g
r
o
u
p
s
ô
 
m
e
m
b
e
r
s
 

D
u
ri

n
g
 

th
e

 
p

re
s
e

n
ta

ti
o

n
 

to
 

a
v
o

id
 
th

e
 
b

a
c
k
g
ro

u
n
d

 
n
o

is
e

s
 

a
n
d

 
to

 
im

p
ro

v
e

 
th

e
 

v
o

ic
e

 

q
u
a

lit
y
. 

1
3

.
U

n
m

u
te

s
 

th
e

 
o

th
e

r 
g
ro

u
p

s
 

a
ft
e

r 
e

a
c
h
 g

ro
u
p

 p
re

s
e

n
ta

ti
o

n
.

 

1
4

.
G

o
e

s
 

to
 

th
e

 
S

o
c
ia

l 
A

re
a

 
to

 

o
b

s
e

rv
e

 
th

e
m

 
d

u
ri

n
g
 

v
o

ti
n

g
 

p
r
o
c
e
s
s
 
a
f
t
e
r
 
a
l
l
 
g
r
o
u
p
s
ô
 

p
re

s
e

n
ta

ti
o

n
  

1
5

.
W

a
rn

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

c
lic

k
in

g
 

o
n
c
e

 
ti
m

e
 

fo
r 

th
e

 

v
o

ti
n

g
 t

o
o

l.
  

 



 

 

249 

 T
a
b

le
 4
.2

2 
A

c
ti
o

n
s
 a

n
d

 O
p

e
ra

ti
o

n
s
 f
o

r 
T

a
s
k
 4

 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs 

In
s
tr

u
c
to

r 
R

e
s
e

a
rc

h
e

r 

T
ri

g
g
e

ri
n
g
 E

v
e

n
t 

1
.

G
o

 
to

 
th

e
 

P
re

s
e

n
ta

ti
o

n
 

A
re

a
. 

2
.

S
it
 

o
n
 

th
e

 
c
h
a

ir
 

a
t 

P
re

s
e

n
ta

ti
o

n
 A

re
a

.
 

3
.

A
n
s
w

e
r 

th
e

 
in

s
tr

u
c
to

r 

q
u
e

s
ti
o

n
s
. 

4
.

D
o

 
th

e
 
a

c
ti
v
it
y
 
(p

la
y
in

g
 
a

 

g
a

m
e

 in
d

iv
id

u
a

lly
).

  

5
.

R
e

a
d

 
th

e
 
in

s
tr

u
c
ti
o

n
 
fr

o
m

 

th
e

 
P

re
s
e

n
ta

ti
o

n
 
S

c
re

e
n
 
to

 

g
e

t 
in

fo
rm

a
ti
o

n
 

a
b

o
u
t 

th
e

 

ta
s
k
. 

6
.

R
e

a
d

 t
h
e

 i
n
fo

rm
a

ti
o

n
 b

o
a

rd
 

n
e

a
r 

th
e

 P
re

s
e

n
ta

ti
o

n
 A

re
a

 

to
 

g
e

t 
in

fo
rm

a
ti
o

n
 

a
b

o
u
t 

th
e

 t
a

s
k
.  

1
.

G
o

e
s
 t

o
 t

h
e

 P
re

s
e

n
ta

ti
o

n
 A

re
a

.
 

2
.

G
a

th
e

rs
 s

tu
d

e
n
ts

 a
t 

th
e

 P
re

s
e

n
ta

ti
o

n
 A

re
a

. 

3
.

In
tr

o
d

u
c
e

s
 t

o
p

ic
. 

4
.

A
s
k
s
 s

o
m

e
 q

u
e

s
ti
o

n
s
 r

e
la

te
d

 t
o

 t
h
e

 t
o

p
ic

.
 

5
.

E
n
c
o

u
ra

g
e

s
 
E

F
L
 
le

a
rn

e
rs

 
to

 
a

n
s
w

e
r 

th
e

 

q
u
e

s
ti
o

n
s
. 

6
.

In
tr

o
d

u
c
e

s
 t

h
e

 g
a

m
e

 (
F

a
k
e

 o
r 

re
a

l 
n
e

w
s
)

 

7
.

A
s
k
s
 
th

e
m

 
to

 
d

o
 
th

e
 
a

c
ti
v
it
y
 
(p

la
y
in

g
 
a

 

g
a

m
e

 i
n
d

iv
id

u
a

ll
y
). 

8
.

W
a

rn
s
 t

h
e

 E
F

L
 l

e
a

rn
e

rs
 n

o
t 

to
 p

la
y
 w

it
h

 

th
e

ir
 m

ic
ro

p
h
o

n
e

s
. 

9
.

In
tr

o
d

u
c
e

s
 t

h
e

 t
a

s
k
.

 

1
0

.
A

n
n
o

u
n
c
e

s
 t

im
e

 l
im

it
 a

n
d

 l
o

c
a

ti
o

n
 w

h
e

re
 

th
e

y
 c

a
n
 m

a
k
e

 t
h
e

 r
o

le
p

la
y
s
.

 

1
.

R
e

m
in

d
s
 
E

F
L
 
le

a
rn

e
rs

 
u

s
in

g
 

T
e

a
c
h
in

G
ri

d
 M

a
p

 t
o

 t
e

le
p

o
rt

 

to
 P

re
s
e

n
ta

ti
o

n
 A

re
a

.
 

2
.

G
o

e
s
 

to
 

th
e

 
P

re
s
e

n
ta

ti
o

n
 

A
re

a
. 

3
.

M
a

n
a

g
e

s
 

th
e

 
P

re
s
e

n
ta

ti
o

n
 

T
o
o

l 
a

n
d

 c
h
a

ng
in

g
 t

h
e

 s
lid

e
s
 

w
h

e
n
 t
h
e

 i
n
s
tr

u
c
to

r 
a

s
k
s
.

 

4
.

W
ri

te
s
 

th
e

 
lin

k
 

to
 

th
e

 
w

e
b

 

to
o

l 
to

 o
p

e
n
 a

 
w

e
b

 p
a

g
e

 
fo

r 

p
la

y
in

g
 

a
 

g
a

m
e

 
a

b
o

u
t 

th
e

 

s
p

o
tt

in
g
 f
a

k
e

 o
r 

re
a

l 
n
e

w
s
.)

 

E
x
p

lo
ra

ti
o

n 
7

.
A

n
s
w

e
r 

th
e

 
in

s
tr

u
c
to

r 

q
u
e

s
ti
o

n
s
. 

8
.

S
h
a

re
 r

o
le

s
. 

(d
u
ti
e

s
 

- 
w

h
ic

h
 

p
a

rt
 t

h
e

y
 w

ill
 t

a
lk

) 

9
.

D
is

c
u

s
s
 

wi
th

 
th

e
 

g
ro

u
p

 

m
e

m
b

e
rs

. 

1
0

.
U

s
e

 
d

if
fe

re
n
t 

k
in

d
 

o
f 

s
o

u
rc

e
s
 

(i
n
s
tr

u
c
to

r,
 

3
D

 

V
L
E

, 
g
ro

u
p

 m
e

m
b

e
rs

, 
w

e
b

 

s
o

u
rc

e
s
) 

1
1

.
A

s
k
s
 t

h
e

 r
e

s
e

a
rc

h
e

r 
to

 a
s
s
ig

n
 t

h
e

m
 t

o
 t

h
e

 

b
re

a
k
o

u
t 

ro
o

m
s
 

in
 

Z
o

o
m

 
fo

r 
in-g

ro
u
p

 

d
is

c
u
s
s
io

n
s
. 

1
2

.
V

is
it
s
 

e
a

c
h
 

g
ro

u
p

 
a

t 
le

a
s
t 

o
n
e

 
ti
m

e
 

to
 

a
n
s
w

e
r 

th
e

ir
 q

u
e

s
ti
o

n
s
 r

e
la

te
d

 t
o

 t
h
e

 t
a

s
k
.  

1
3

.
S

u
m

m
a

ri
z
e

s
 

th
e

 
ta

s
k
 

to
 

e
a

c
h
 

g
ro

u
p

 

(c
la

ri
fi
c
a

ti
o

n
) 

1
4

.
N

e
g
o

ti
a

te
s
 o

n
 t

h
e

 r
o

le
s
. 

 

1
5

.
A

s
k
s
 a

b
o

u
t 

w
h
a

t 
th

e
y
 a

re
 g

o
in

g
 t

o
 d

o
 i

n
 

th
e

 r
o

le
-p

la
y
. 

1
6

.
In

fo
rm

s
 

th
e

 
re

s
e

a
rc

h
e

r 
to

 
b

e
 

a
s
s
ig

n
e

d
 

a
n
o

th
e

r 
b

re
a

k
o

u
t 

ro
o

m
 
w

h
e

n
 
th

e
 
g
ro

u
p

 

v
is

it
 h

a
s
 f

in
is

h
e

d
. 

1
7

.
W

a
rn

s
 
th

e 
E

F
L
 
le

a
rn

e
rs

 
n
o

t 
to

 
u
s
e

 
L
1

 

d
u
ri

n
g
 b

re
a

k
o

u
t 
s
e

s
s
io

n
s
. 

 

  

5
.

A
s
s
ig

n
s
 
E

F
L
 
le

a
rn

e
rs

 
to

 
th

e
 

b
re

a
k
o

u
t 

ro
o

m
s
 i

n
 Z

o
o

m
 f

o
r 

in
-g

ro
u
p

 d
is

c
u
s
s
io

n
s
.

 

6
.

A
s
s
ig

n
s
 
th

e
 
in

s
tr

u
c
to

r 
to

 
th

e
 

b
re

a
k
o

u
t 

ro
o

m
s
 i

n
 Z

o
o

m
 f

o
r 

g
ro

u
p

 v
is

it
s
. 

7
.

F
o

llo
w

s
 t

h
e

 i
n
s
tr

u
c
to

r 
d

u
ri

n
g

 

b
r
e
a
k
o
u
t
 
r
o
o
m
s
ô
 
s
e
s
s
i

o
n

s
. 

 

 



 

 

250 

T
a
b

le
 4

.2
3

 (c
o

n
ti
n

u
e
d

) 

A
c
ti
o

n
s 

O
p

e
ra

ti
o

n
s 

E
F

L
 l
e

a
rn

e
rs 

In
s
tr

u
c
to

r 
R

e
s
e

a
rc

h
e

r 

In
te

g
ra

ti
o

n 
1

1
.

M
a

k
e

 
d

e
c
is

io
n
s
 

a
b

o
u
t 

in
te

g
ra

ti
o

n
 o

f 
id

e
a

s
.

 

1
2

.
S

o
lv

e
 

p
ro

b
le

m
s
 

w
it
h

 

in
fo

rm
a

ti
o

n
 

fr
o

m
 

d
if
fe

re
n
t 

s
o

u
rc

e
s
 

(i
n

s
tr

u
c
to

r,
 

3
D

 

V
L
E

, 
g
ro

u
p

 
m

e
m

b
e

rs
, 

w
e

b
 

s
o

u
rc

e
s
) 

1
3

.
A

n
s
w

e
r 

qu
e

s
ti
o

n
s
 
w

it
h

 
th

e
 

h
e

lp
 

o
f 

in
fo

rm
a

ti
o

n
 

a
c
q

u
ir

e
d

 
in

 
3

D
 

e
n
v
ir

o
n

m
e

n
t. 

1
4

.
S

o
lv

e
 

p
ro

b
le

m
s
 

w
it
h

 
th

e
 

h
e

lp
 

o
f 

p
e

rs
o

n
a

l 

e
x
p

e
ri

e
n
c
e

s
. 

1
5

.
U

p
lo

a
d

 t
h
e

ir
 p

re
s
e

n
ta

ti
o

n
 t

o
 

M
o

o
d

le
. 

1
8

.
In

fo
rm

s
 t

h
e

 E
F

L
 l

e
a

rn
e

rs
 h

o
w

 m
u
c
h
 t

im
e

 

le
ft
 

fo
r 

th
e

 
c
lo

s
in

g
 

o
f 

b
re

a
k
o

u
t 

ro
o

m
 

s
e

s
s
io

n
. 

1
9

.
A

s
k
s
 

th
e

 
E

F
L

 le
a

rn
e

rs
 

to
 

u
p

lo
a

d
 

th
e

ir
 

p
re

s
e

n
ta

ti
o

n
 t

o
 M

o
o

d
le

.
 

8
.

In
fo

rm
s
 

th
e

 
in

s
tr

u
c
to

r 
h
o

w
 

m
u
c
h
 t

im
e

 l
e

ft
 f

o
r 

th
e

 c
lo

s
in

g
 

o
f 
b

re
a

k
o

u
t 

ro
o

m
 s

e
s
s
io

n
.

 

9
.

P
re

p
a

re
s
 a

n
 a

re
a

 t
o

 u
p

lo
a

d
 t

h
e

 

E
F

L
 

le
a

rn
e

rs
' 

p
re

s
e

n
ta

ti
o

n
 
to

 

M
o

o
d

le
. 

R
e

s
o

lu
ti
o

n 
1

6
.

P
e

rf
o

rm
 t

h
e

 t
a

s
k
 ï
 M

a
k
e

 a
 

p
re

s
e

n
ta

ti
o

n 

1
7

.
H

a
ve

 
a

 
v
ir

tu
a

l 
e

x
p

e
ri

e
n
c
e

 

re
la

te
d

 t
o

 t
a

s
k
. 

1
8

.
T

h
in

k
 

th
a

t 
th

e
y
 

c
a

n
 

a
p

p
ly

 

w
h

a
t 
is

 l
e

a
rn

e
d

 i
n
 r

e
a

l 
lif

e
.

 

1
9

.
A

n
s
w

e
r 

q
u
e

s
ti
o

n
s
 r

e
la

te
d

 t
o
 

th
e

 
n
e

w
s
 

c
re

a
te

d
 

b
y
 

th
e

 

g
ro

u
p

s
. 

(I
s
 i

t 
a

 r
e

a
l 

o
r 

fa
k
e

 

n
e

w
s
?

) 

2
0

.
A

s
k
s
 

th
e

 
E

F
L
 

le
a

rn
e

rs
 

b
e

g
in

 
fo

r 
th

e
 

p
re

s
e

n
ta

ti
o

n 

2
1

.
W

a
rn

s
 

th
e

 
E

F
L
 

le
a

rn
e

rs 
fo

r 
th

e
 

c
o

m
m

u
n

ic
a

ti
o

n
 p

ro
b

le
m

s
 (

m
ic

ro
p

h
o

n
e

) 
 

2
2

.
A

s
k
s
 q

u
e

s
ti
o

n
s
 t

o
 E

F
L
 l

e
a

rn
e

rs
 r

e
la

te
d

 t
o
 

th
e

 n
e

w
s
 c

re
a

te
d

 b
y
 t
h
e

 g
ro

u
p

s
. 

(I
s
 i
t 
a

 r
e

a
l 

o
r 

fa
k
e

 n
e

w
s
?

) 

2
3

.
A

s
k
s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 
c
o

m
m

e
n
ts

 

re
la

te
d

 t
o

 t
h
e

 g
ro

u
p

 t
a

s
k
 p

e
rf

o
rm

a
n
c
e

.
 

2
4

.
E

n
c
o

u
ra

g
e

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

th
e

 

co
m

m
e

n
ts

 
re

la
te

d
 

to
 

th
e

 
g
ro

u
p

 
ta

s
k
 

p
e

rf
o

rm
a

n
c
e

. 

1
0

.
M
u
t
e
s
 
o
t
h
e
r
 
g
r
o
u
p
s
ô
 
m
e
m
b
e
r
s
 

d
u
ri

n
g
 

th
e

 
p

re
s
e

n
ta

ti
o

n
 

to
 

a
v
o

id
 

th
e

 
b

a
c
k
g
ro

u
n
d

 
n
o

is
e

s
 

a
n
d

 
to

 
im

p
ro

v
e

 
th

e
 

v
o

ic
e

 

q
u
a

lit
y
. 

1
1

.
U

n
m

u
te

s
 

th
e

 
o

th
e

r 
g
ro

u
p

s
 

a
ft
e

r 
e

a
c
h
 g

ro
u
p

 p
re

s
e

n
ta

ti
o

n
.

 

1
2

.
G

o
e

s
 

to
 

th
e

 
S

o
c
ia

l 
A

re
a

 
to

 

o
b

s
e

rv
e

 
th
e

m
 

d
u
ri

n
g

 
v
o

ti
n

g
 

p
r
o
c
e
s
s
 
a
f
t
e
r
 
a
l
l
 
g
r
o
u
p
s
ô
 

p
re

s
e

n
ta

ti
o

n
  

1
3

.
W

a
rn

s
 

E
F

L
 

le
a

rn
e

rs
 

fo
r 

c
lic

k
in

g
 

o
n
c
e

 
ti
m

e
 

fo
r 

th
e

 

v
o

ti
n

g
 t

o
o

l. 

 



 

 

251 

4.2.5 Step 5 - Analysis of the Activity Systemôs Dynamics  

The final step of ASA is the evaluation of the interaction and relationship 

between/among AT elements. Each elementôs impact on the other is analysed to 

reveal the system dynamics. The outcome of this step is the linking of the elements. 

The different parts need to be interconnected and the system functionality should 

be tested to determine if other resources are needed.  

Once the elements, actions and processes of the activity system are identified, the 

interactions between the elements need to be revealed. As a result of the analyzes 

conducted in this direction, the interactions between the subject and other elements 

in CP activity system are presented in Table 4.24. 

 

Table 4.23 Interactions Between / Among the Elements of the Activity System 

Interactions  

Subject   As an individual 

- Being interested in the 3D VLE 

- High motivation (i.e., helping to develop foreign language 

skills, providing enjoyable environment to speak in English, 

and the purpose of using such environment in the future 

careers) 

- Lack of enough vocabulary knowledge 

- Lack of technical knowledge 

- Being afraid of using the 3D VLE 

- Low motivation (e.g., lack of interest in technology and 

computers) 

- Lack of motivation (Unmotivated EFL learners) 
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Interactions  

As a group member 

- Having good communication  

- Lack of adequate communication  

- Having a group harmony 

- Lack of Group harmony 

- Absence of group members 

Subject ï Tool Environment 

- Learning about the 3D VLE 

Navigation 

- Looking around in 3D VLE 

- Gathering at the specific areas (e.g., Welcome Area, Social 

Area, Presentation Area) 

- Navigating areas 

- Utilizing navigation tools in 3D VLE (Using the mini map 

and using the TeachinGrid map located at Welcome Center 

and other locations) 

- Moving to the areas specified in tasks 

Information Tools (Information boards) 

- Reading tasksô instructions from information boards (near 

Social Area and Presentation Area) 

- Read the instruction from the Presentation Tool Screen to 

get information about the task. 

- Not understanding the instructions related to speaking tasks 

Information Tools (Notecards) 

- Reading the notecards (related to phobias) 
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Interactions  

- Answering questions with the help of information acquired 

in 3D VLE (Phobia) 

Presentation Tools (Web tool) 

- Watching videos in the Social Area 

- Using the web tool in the Presentation Area to play a game 

Presentation Tools (Presentation tool) 

- Reading the instruction from the Presentation Tool Screen to 

get information about the task 

Objects in the environment (Material Shop) 

- Using the materials in the 3D VLE (e.g., in Task 1) 

Motivation Tools 

- Using the vehicles for fun 

- Causing distraction during other groupôs performance or 

leaving used vehicles inappropriate locations)  

Speaking Tasks 

- Completing the speaking tasks 

- Having a virtual experience related to task (Roleplays and 

presentations)  

- Thinking that they can apply what is learned in real life. 

Assessment Tool  

- Going to the Social Area to vote for the groups' 

performance, after all groupsô presentation (i.e., SLOODLE 

Choice Tool). 
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Interactions  

Community ï  

Division of 

labour 

- Completing the task sessions with the group members by 

EFL learners 

- Assigning tasks to EFL learners, presenting the content, and 

providing information exchange among them by Instructor 

- Dealing with the technical problems and helping the 

instructor about the flow of tasks procedure by the 

Researcher as the designer and technician. 

Subject ï Tool ï 

Community 

- Asking questions to the instructor / group members about 

the tasks  

- Asking questions to the researcher/ instructor / group 

members about the technical problems (e.g., microphone 

problems,) 

- Asking for help about the use of 3D virtual environment 

from researcher/ instructor / group members 

Community - EFL learners 

- Group Members  

- Instructor 

- Designer & technician (Researcher) 

Community ï 

Tool   

 

- Pre-task activities in Social Area and Presentation Area 

- Playing Scavenger hunt game 

Community ï 

Rules  

- Obeying the rules mentioned in ñCode of Conductò 

- Obeying the rules mentioned in ñGeneral Rulesò 

- Obeying the rules mentioned in ñTask Rulesò 

- Not obeying the rules 
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4.2.6 Factors Influencing Cognitive Presence 

In this study, after determining the elements of cognitive presence activity system 

and the interactions between/among these elements, the factors influencing this 

activity system were determined. Based on the interactions between the elements of 

the activity system, the factors that affect cognitive presence can be summarized as 

in Table 4.27. Detailed explanations of the factors identified are presented below as 

sub-headings. 

Table 4.24 Factors Influencing Cognitive Presence 

Category Influencing Factors  

Triggering Event  Communication-interaction tools 

Information tools 

Navigation tools 

Presentation tools 

Motivation tools 

Technical infrastructure 

Technical skills 

Technician & Designer (Researcher) / instructor  

Design of 3D VLE 

Speaking Tasks 

Exploration Communication-interaction tools 

Information tools 

Navigation tools 

Presentation tools 

Motivation tools 

Technical infrastructure 

Technical skills 

Technician & Designer (Researcher) / instructor  

Design of 3D VLE 
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Speaking Tasks 

Integration Communication-interaction tools 

Information tools 

Motivation tools 

Technical infrastructure 

Technician & Designer (Researcher) / instructor  

Design of 3D VLE 

Speaking Tasks 

Resolution Communication-interaction tools 

Technical infrastructure 

Technician & Designer (Researcher) / instructor  

Design of 3D VLE 

Speaking Tasks 

  

4.2.6.1 Communication-Interaction Tools  

EFL learners were able to ask questions to the instructor and group members about the 

tasks, and to the technician about technical issues and to ask for help from them via the 

voice chat (Zoom). Zoom also provided EFL learners private rooms (breakout 

rooms) where the group members could share their ideas and discuss with each 

other to reach the consensus for the task to be performed without any distraction of 

the other groups in a period of time (15 min). They made it easier for EFL learners 

to help each other and ensured that the voice chat was made in a healthy way. One 

of the EFL learners stated that: 

Apart from the classroom environment, I think it was a very nice detail that 

we could talk to my friends in my group [Zoom-Breakout rooms] in a 

special way to complete this task é Because if the whole class tried to do 

something at the same time, nobody could understand anyone. I think it is 

more understandable because each group has its own debate (Bella G6 - 
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INTWS) (Q45). 

Consequently, the interaction among the subject, tool, and the community had been 

increased and CP of EFL learners had been promoted. On the other hand, limited time 

of group meetings in free version of Zoom (40 min) influenced the interaction of 

subject-tool-community negatively. One of the EFL learners stated on this problem 

as: 

Zoom has a cut-off event [after 40 minutes]. For example, okay, you caught 

fluency in that moment while talking. It's going on right now. Trust in 

yourself has been fulfilled It can be something like where I was left when 

the Zoom suddenly cut-off. That's all. But it's not such a big deal (Oliver G3 

- INTWS) (Q46). 

In addition to this, another problem was occurred due to the some of the EFL 

learnersô lack of knowledge in configuration of their microphones in all in-class 

task-sessions. Some of the EFL learners could not make their voices heard clearly 

and had to repeat themselves till they troubleshoot by themselves or asked group 

members and the technician (the researcher) for help on how to fix the problem. It 

was led both the EFL learners and the instructor to take time and reduce their 

motivation. One of the EFL learners referred to the voice chat problems as follows:  

The only thing I encountered in the phobia activity that I thought affected 

my learning negatively was the microphone problem in the environment. 

Sometimes I had trouble picking up the voice of the teacher and other users 

and something I missed. (Michelle G5-RS-T2) (Q47). 

The instructor remarked that EFL learners had a problem with voice chat as 

follows: 

The difficulty they faced in this activity was that students could not make 

their voices heard during the task. The students had to repeat themselves 

because their voice was not clear. This decreased both their and my 

motivation. (The Instructor-RI-T3) (Q48). 
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The interaction of community-tool-rule was also influenced by this form of issue 

and it led the breaking the rule of using only voice chat in 3D VLE (except in 

emergency situations for asking for help). One of the groups was used the text chat 

and one of the group members stated that:  

Although we had a microphone problems in some parts, we used the chat 

part as a group and this made it even more efficient (Evelyn-INTWS) (Q49). 

EFL learners, through avatars that enable subject-tool interaction, were going 

around in the 3D VLE, interacting with the artefacts/tools of the 3D VLE, 

performed the tasks with the collaboration of group members. They stated that they 

were adopting a new identity by having an avatar with their pseudonym. In 

addition, they added that they carried out the activities with their group members 

without any prejudice due to the reasons that their real identity was unknown. 

They stated that they did not hesitate to express their opinions and speak English 

on the task topic with other group members. Moreover, they stated they were more 

relaxed, so they made less error while speaking in English. Some of the EFL 

learners stated as below: 

But since we all have a different character and name in the environment, 

we were sharing our thoughts more easily with our friends or in terms of 

general task. I think I can speak more comfortably in the environment 

compared to the normal speaking skill. It had an impact, it contributed. 

(Evelyn-INTWS) (Q50). 

I am a very passive person in face-to-face English conversations. Now 

when we are there and we do not show ourselves, because there is another 

avatar, the human says something, as if the vehicle is as if you were voicing 

a character in the cartoon, the person talks more comfortably, the less 

wrong it is because he speaks comfortably (Tracy-INTWS) (Q51). 

In addition, EFL learners had fun experience using avatars in the 3D VLE through 

various games and activities. It led a facilitating effect on EFL learnersô knowledge 
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of the task topic. They did not only play games but also discovered the 

environment which helped them to learn the tools in the environment. 

On the other hand, some of the EFL learners were not able to control their avatar 

movements, disturbed other avatars by pushing them, or using vehicles during the 

task session. It caused distraction in their attention during the instructorsô giving 

information about the task topic. In addition, some of them waited a while blocking 

the view of the information board from other avatars to see. This led wasting time 

in reaching information and completing the tasks. 

4.2.6.2 Information Tools  

The instructions and the requirements of the task in the information boards were set 

in an ordered fashion. If the task instructions provided by the instructor was 

forgotten, EFL learners had been used the information board as a reminder tool. 

Some of the EFL learners stated that: 

After the lecture started, we were informed about what to do by the lecturer 

in the environment, and what we would do in the board were given 

respectively, and yes it was effective in terms of seeing what we would do. 

(Tracy-INTWS) (Q52). 

The boards made us remember the information we forgot. (Evelyn-INTWS) 

(Q53). 

While the information provided by the information boards appeared descriptive, 

however, it was not fully understood since it contained long texts with a small font. 

The interaction among the group members was affected negatively. Therefore, the 

EFL learners were unable to get information correctly about the tasks and to 

execute them properly on time. In this situation, the subject-tool interaction 

influenced EFL learnersô CP negatively. Some of the EFL learnersô statements on 

this issue can be found below: 
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The idea of the board was good at first, but it is long and these small 

letters. in my opinion What it was explained was not fully explained and 

consisted of long texts. I think this is an issue that prevent the person who 

wants to learn. I think clear words could be chosen. This could help (David-

INTWS) (Q54). 

It took me a while to understand it at first. I asked the teacher several times 

what we will do, but I finally got it. é Yes [the lecturer gave the 

information] I think that board would be insufficient if she hadn't given it 

(David-INTWS) (Q55). 

EFL learners mentioned that they need more and clear details about the task 

instructions (roles, lack of location information, lack of instruction how to use the 

template or posters). 

In these information boards, there were explanations on how to do our task 

and how to improve our cafeteria. The need to use tools was mentioned. But 

everyone started to question where the tools were, where we could get them 

to get the campaign boards. (Evelyn-INTWS) (Q56). 

 

Lastly, notecards as information tools assisted EFL learners by providing 

information about to task topic while playing a scavenger hunt game.  

4.2.6.3 Navigation Tools 

EFL learners used Navigation Tools; direction signs, TeachinGrid Map, and Mini-

map to go around and to go somewhere faster. They allowed them to discover the 

areas without losing time and without purposeless wandering in the 3D VLE. EFL 

learnersô interaction with Navigations tools influenced their CP positively. On the 

other hand, some of the EFL learners had problems in finding shops, areas, and 

information boards. Two of the EFL learners had difficulties about the lack of 
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direction signs showing the location of Social Area and information boards and 

stated as: 

Only in the first week we had a little trouble about how to go to the area; 

the Social Area, then I had no problems (Tracy G3-INTWS-T1-TE) (Q57). 

I couldn't find the boards. We use it for the first time after all. I had a hard 

time locating the boards [At Social Area] and had a difficulty there. Except 

that one, I had no problems. (Evelyn G4-INTWS-T1-EX) (Q58). 

Another EFL learners reported that he had difficulties in how to use the mini-map 

(in T1) and stated that: 

Since this task was a first for me in the virtual world event, I had a hard 

time finding where to go until I figured out how to use the teleport screen 

[mini-map]. So, it was pretty bad when I couldn't get anywhere fast enough 

and missed the incident there (Lucas G6-RS-T1) (Q59). 

In addition to these problems, three of them were stated that they had difficulties 

about TeachinGrid Map. One of the EFL learners stated as below: 

A difficulty I faced is to go to the area where we took the poster and find the 

shop back in the same wayé (Mila G5-RS-T1) (Q60). 

The problems related to Navigation Tools included time consumption, not to 

follow the task procedure, and not attend to communications (e.g., discussions) in 

the TeachinGrid environment. In this situation, the subject-tool interaction 

influenced CP negatively. 

4.2.6.4 Presentation Tools 

The instructor used the web tool to connect websites and show content related to 

the task topics to the EFL learners. In addition to the web tools, the instructor used 

the presentation tool located at Presentation Area to show task instruction with the 

help of the technician. Moreover, the researcher used it to show TeachinGrid rules. 
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On the other hand, the EFL learners used it to play a game on the website and show 

their groupsô presentations. All their actions in this situation were also made with 

the help of the technician (the researcher). 

Presentation of the information with videos by utilizing web tool contributed to the 

EFL learnersô learning on the task topic and helpful for completing the task. One of 

the EFL learner was stated that: 

The videos we watched on the TV board [web tool] have improved our 

ideas both culturally and on the topic. (Evelyn-INTWS) (Q61). 

While EFL learners were making a search related to the task, they preferred using a 

web browser to connect to the Internet instead of using web tool available in 

TeachinGrid. One of the EFL learner stated the problem related to web tool as: 

... We did not encounter any problems other than our external web browser 

research. (William G1-IS-T1-EX) (Q42). 

The problems related to web tool (Presentation Tools) caused distraction in the 

flow of preparation of task performance. The EFL learners had difficulty in 

explanation of what they found in the web sources to their group members since 

they could not share them visually or show them on their screen in the 3D VLE. 

The rest of the group members needed to wait. Therefore, the subject-tool 

interaction influenced CP negatively and it caused not only waste of time in the 

preparation of groupôs task performance but also decreased the motivation of the 

group members. 

4.2.6.5 Motivation Tools  

The motivations of EFL learners in the 3D VLE were tried to be supported by some 

vehicles (e.g., cars, motorbikes), amusement park, NPCs, relaxing areas, and 

Concert Area. EFL learners could use or be benefited from them during their free 

times in the 3D VLE. Majority of the EFL learners were motivated to perform and 
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complete the tasks and did not waste unnecessary time in the 3D VLE with the help 

of mentioned motivational tools. One of the EFL learners stated that: 

é We were motivated to play their characters [avatar] of the virtual 

environment. In other words, even getting into the car was such an 

enjoyable thing in that virtual environment é So, it had a very nice 

environment. Really. é You are not bored. When you are not bored, this 

time you are actively listening. That is why those tools were useful (Lily G2-

INTWS) (Q62). 

In addition, announcing that rewards would be given those who complete the tasks 

well, and feedback given to EFL learners by the instructor at the end of each task 

performance influenced EFL learnersô CP in TeachinGrid positively. However, 

some of the EFL learner reported that feedback from the other group members did 

not help as much as the instructorôs feedback, since they were limited in frequency 

and quality. One of them stated that: 

I think we got very little [feedback from other groups] because generally 

there was not very active speaking environment after our event [task 

performance]. é Maybe if it was given exactly, we could see the 

deficiencies in ourselves better, we could try to improve it but it did not help 

much since we could not get too many comments (Evelyn-INTWS) (Q63). 

In addition, driving vehicles during another group performance or the instructorôs 

giving information on the task topic led distractions from tasks and impacted on 

EFL learnersô concentration negatively. Moreover, leaving them to inappropriate 

locations led the confusion in EFL learnersô mind and increase cognitive load. 

Moreover, the instructor shared her opinions on the EFL learnersô use of 

motivational tools as stated below: 

Particularly, students' behaviors like leaving the motivation tools at 

different points despite the warnings made in the environment shows that 

the students need a more intense orientation before the application. In this 

environment, the gamification element caused the student to deviate from 
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his purpose from time to time and this caused decrease in their motivation 

towards the tasks (The instructor - Member check) (Q64). 

4.2.6.6 Technical Infrastructure  

Although, the Internet connection and the features of the computers in the 

computer lab met the OpenSimulator platform requirements, unexpected 

interruption on the Internet connection occurred during the task sessions. At the 

university campus, EFL learners connected to the Internet by using their student 

email addresses and passwords. After a while, the Internet connection session had 

been expired automatically due to security reasons. It caused that EFL learners had 

to connect to the region and Zoom again. 

Other problems that they experienced related to technical infrastructure including 

not having enough server memory for TeachinGrid, design of TeachinGrid and 

Technical Complexity of TeachinGrid. One of the EFL learners reported the 

problem related to TeachinGridôs not having enough server memory as below: 

Hardware troubles and lack of speed were the reasons that affected the role 

and were annoying (David G4-RS-T1) (Q65). 

By the analysis of the researcher notes, it was found that when majority of the EFL 

learners interacted with the objects, especially scripted objects, it caused some 

problems as; the avatars moved slowly in the environment, the region was 

stopped/crashed and removed the avatars from the environment. In addition to 

these problems, some of the EFL learners reported the problem related to 

TeachinGrid Design (Scavenger Hunt) as below: 

I had difficulty in finding placed boxes [bottles] about phobias in the task. 

Although it was placed according to the types, it was difficult to find 

because the environment has a large area. I tried to find it with the help of 

my friends and teacher (Anna G6-IS-T2) (Q66). 
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I could not find all the phobias required in the environment, but I still think 

I did the role-play part well. I could not find out [not finding] all of them 

negatively affected me (Mila G5-IS-T2) (Q67). 

Moreover, some of the EFL learners (n=3) reported the problem related to 

Technical complexity of TeachinGrid in various processes including preparation 

for the sessions (login problems, microphone, Zoom connection). One of them 

stated as below: 

One of the downsides was the long time of collective entry into the 

environment. In other words, the time from all everyone entering the 

environment until the beginning of the lesson was longer than it should 

have been (Jack G2-RS-T3) (Q68). 

 

In addition to this, some of the EFL learners (n=3) complained on the lack of tool 

in TeachinGrid. One of them stated as below: 

What did not go well was that we had to enter Moodle and find the .pptx file 

and write this news in a certain pattern. As I said, the fact that everything is 

strict and should be conformed to the rules is sometimes an event that 

undermines the speaking learning environment (David G4-RS-T4) (Q69). 

Problems while trying to sit down on a chair and looking like sitting position 

during the task presentation were another technical problem distracted their 

attention in the performance. 

4.2.6.6.1 Technician / The instructor 

The division of labor was listed below: 

Á Helping and assisting the group members by sharing information as much 

as possible and the roles equally during the speaking tasks by EFL learners 

Á Assigning tasks to EFL learners, presenting the content, and providing 

information exchange among them by Instructor 
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Á Dealing with the technical problems and helping the instructor about the 

flow of tasks procedure by the Researcher. 

As mentioned before, complexities in various processes for the class sessions led 

substantially time consumption due to the nature of the EFL learnersô technical 

skill background. In this context, the researcher as a technician helped EFL learners 

and the instructor for the technical problems. 

4.2.6.7 Design of 3D Virtual Learning Environment 

Designing the environment in a realistic way in accordance with the speaking tasks 

increased EFL learnersô motivation to learn the topics and speak English, their desire 

to perform the tasks, and to realize that they can use what they learned with the help of 

speaking tasks in 3D VLE in daily life. One of the EFL learnersô thoughts related to 

realistic design of TeachinGrid was presented below: 

[Feature I like] It reflects the reality. For example, those shops, having 

characters [avatars], then doing something there, communicating, it 

provides us be like the real environment, revive them. This was the first 

feature I liked. It's all about reality (Lily G2 - INTWS) (Q70). 

In addition, availability of the group meeting spaces for the discussion contributed to 

improve English speaking skill. One of the EFL learners stated as below: 

Common gathering area. Interaction of the groups in the common 

gathering area with each other, whether there is a gathering area for 

everyone's task in the hall. I think I can say that it contributed (é) 

Presentation and Social Area as a gathering area, both of them contributed 

(Lucas G6 - INTWS) (Q71). 

Some of the EFL learnersô thoughts related to TeachinGridôs being enjoyable were 

presented below: 

It is very enjoyable when using the character because it gives a play 
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feeling. Such environments can also make learning more active (Lily G2-

RS-T0) (Q7). 

As a first-time user of the TeachinGrid environment, it is a fun, enjoyable 

environment that allows speaking English (Samantha G3-RS-T0) (Q10). 

The problems related to design of the 3D VLE caused waste of time and not to 

follow the task procedure and not attend to communications (e.g., discussions) in 

the TeachinGrid environment. In this situation, the subject-tool interaction 

influenced CP negatively. 

Some of the EFL learners reported the problem related to design of TeachinGrid 

3D VLE in Task 2 (in scavenger hunt). They tried to find the bottles including 

notecards in wide area and some of them could not find. The instructor reported the 

issue as below: 

The difficulty I faced in this activity occurred during the students' bottle 

scavenger hunt game in pre-task. Most groups did not continue bottle 

hunting after finding the same bottle. For this reason, not every group had 

the opportunity to speak during the discussion (The instructor-RI-T2) 

(Q32). 

4.2.6.8 Speaking Tasks 

As mentioned before, the purposes of the reasoning gap speaking tasks were to 

engage EFL learners cognitively and support strong CP. By participating in the 

reasoning gap speaking tasks, EFL learners were expected to achieve better 

command of English language speaking in various real-life contexts created in 3D 

VLE.  

Some of the EFL learners reported the contribution of the speaking tasks on their 

English-speaking skill as below: 
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When talking about phobias, I think this subject has an impact as it is an 

interpretative subject. If you give me another topic, maybe I will not be able 

to speak. Because I may not have an idea, or I may be surprised what to 

say, it can be a difficult topic. But I think this contributes since there are 

such open-ended and attractive topics (Evelyn-INTWS) (Q72). 

Speaking tasks certainly contributed. Because the fact that speaking tasks 

were given from things that can be encountered in real life was the thing 

that contributed the most. Because we can use it in the future (Lily G2-

INTWS) (Q73). 

Definitely yes. It directly encourages General English. In my opinion, if you 

encounter such a situation, You are thinking about how to make a speech to 

the other person in your mind. (David) (Q74). 

 

There were pauses in speech of EFL learners due to the contextual problems. Some 

of them stated that they did not know what to say, needed time to think. They faced 

difficulties in bringing ideas together. The difficulties arising from the contextual 

problems were overcome by the joint decisions of the group members. Moreover, 

lack of enough sources related to the task topic and ordinary task topic (lack of 

interesting topic) decreased their motivation to complete the task. Some of the EFL 

learners reported as: 

é It was a little difficult to put ideas together. It was a bit of a problem 

what I talked and said. But, we also talked like this in the task as we talked 

in daily life (Megan G3-INTWS) (Q75). 

It was difficult for me to talk at this activity. Because at that moment I didn't 

know what to say about this topic. I needed time to think (Samantha G3-RS-

T3) (Q76). 

The topic of the train station was very ordinary, and we couldn't do enough 

creative things, so I didn't like it very much (Lily G2-RS-T3) (Q77). 
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The instructor summarized the contextual problems about the Task 4 as:  

The students were confused at first about how to prepare the news. 

However, they were able to overcome this thanks to the instructions. 

Another thing that did not go well for students was that their telling the 

news was false or true when they were presenting their news at the task 

performance. They should not have said that. Because we planned to ask 

other students who were listeners (The Instructor-RI-T4) (Q78). 

 

4.2.7 Summary of the findings related to the Qualitative Data Analysis 

Table 4.25 shows factors influencing cognitive presence at a glance. 
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Table 4.25 Factors Influencing Cognitive Presence at a glance 

Tools Factors influencing CP 

Positive Negative 

Communication-

Interaction Tools 

  

Zoom - Enabling to ask for help and 

questions via voice chat 

- Enabling group discussion 

session in breakout rooms 

Limited features in the 

free version 

Avatar - Adopting a new identity by 

having an avatar 

- Fun experience by various 

games and activities 

Lack of adequate 

experience in avatar 

controlling  

Information Tools   

Information 

Board 

As a reminder tool and source of 

information including the 

instructions and the requirements 

of the task set in an ordered 

fashion 

Lack of clear information 

including long texts with 

a small font  

Notecard Providing information about to 

task topic while playing a 

scavenger hunt game 

None 
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Table 5.1 (continued) 

Tools Factors effect on CP 

Positive Negative 

Navigational 

Tools 

  

 - Enabling to discover the 

areas for searching the 

information. 

- Enabling teleport to the 

task area without losing 

time and purposeless 

wandering. 

Lack of adequate direction 

signs  

Presentation 

Tools 

  

 Enabling to present 

information and practice by 

connecting to the web 

sources  

Using a web browser to 

connect to the Internet 

instead of using web tool 

Motivation Tools   

 - Enabling to motivate to 

perform and complete 

the tasks and did not 

waste unnecessary time  

- Giving rewards to best 

group performance. 

- Giving feedback by the 

instructor and the other 

group members. 

- Limited in number and 

quality of feedback 

from the EFL learners 

- Using the vehicles 

during the presentation 

and leaving them to 

inappropriate locations. 
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Table 5.1 (continued) 

Tools Factors effect on CP 

Positive Negative 

Technical 

Infrastructure 

  

- Support on technical 

problems by 

additional technical 

staff or instructor 

who had technical 

knowledge 

- Support on content 

problems by the 

instructor 

  

 

Internet Connection problems 

- Unexpected interruption 

(sessions were expired) on 

the Internet connection 

occurred due to the 

institutional security 

problems 

Server Problems (Not having 

enough server memory) 

- Interaction with the scripted 

items by the many avatars 

Requirements of VLEs (Technical 

Complexity of VLEs) 

- Complexities in various 

processes (e.g., login to 3D 

VLE, Zoom and Moodle, 

microphone configuration 

before connecting into the 

environment) 

Configuration of the microphone 

- Lack of technical 

knowledge in configuration 

of the microphones 
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Table 5.1 (continued) 

Tools Factors effect on CP 

Positive Negative 

Design of 3D 

VLE 

  

 - Designing the 

environment in a 

realistic way in 

accordance with the 

speaking tasks  

- Well-designed and 

game-like environment 

including enjoyable 

features/facilities 

- Inappropriate design of the 

scavenger hunt game.  

- Script problems (e.g., while 

trying to sit down on a chair 

and looking like sitting 

position) 

Speaking 

Tasks 

  

 Designing and developing 

speaking tasks based on 

Task Based Language 

Teaching approach and 

included reasoning gap 

activities 

- Contextual problems 

- Lack of enough sources 

related to the task topic  

- Lack of interesting topic 

related to the task (Not 

commonly, but rarely 

mentioned) 
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CHAPTER 5  

5 DISCUSSION AND CONCLUSION 

This chapter presents the discussion and interpretation of the findings in the light of 

previous literature. 

5.1 Major Findings and Discussion 

This single case study employed the qualitative approach and mainly focused 

attention on the phenomenon of ñEFL learnersô cognitive presence in synchronous 

online English-speaking module within a 3D VLEò. In consideration of the first 

research question, overall CoI, TP, SP and CP levels of the EFL Learners in the 

synchronous online English-speaking module in 3D VLE context were discovered 

via their responses to the quantitative data instrument, the CoI Survey. With 

studentsô self report, the CoI Survey provided a measure of EFL learnersô level of 

TP, SP, and CP in the synchronous online English-speaking module conducted in 

3D VLE. Although this study focused on CP, the results of other presences (TP and 

SP) were also presented to show overall EFL learnersô levels of CoI. Moreover, to 

enrich the data derived from the CoI survey, the preparation part of out-of-class 

tasks sessions were analyzed by modified MUVEEET Form to provide examples of 

CP indicators. Quotations from the participantsô responses to Inquiry Forms and 

the interview were also added.  

In consideration of second research question, ASA was conducted to understand 

the dynamics of 3D VLE and to analyze what factors influenced EFL learnersô CP 

in 3D VLE both positively and negatively. The CP activity system was examined 

in detail to reveal all the components and dynamics of it by following each step in 

the updated version of Jonassen and Rohrer-Murphyôs (1999) checklist. 
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5.1.1 EFL Learnersô Level of Cognitive Presence 

First of all, EFL learnersô CoI levels as a composite score which means overall CoI 

derived from the mean scores of TP, SP and CP were calculated (RQ1). Based on 

the CoI survey results of the data analysis, it was found that strong CoI was created 

in the 3D VLE and the EFL learnersô levels of TP, SP and CP were high. The TP 

level (M=4.44, SD=.41) was higher than the SP (M=4.03, SD=.72) and CP level 

(M=4.11, SD=.74); whereas the level of CP was higher than the SP (see Table 4.1). 

The findings of the CoI Survey in this study were consistent with numerous CoI 

studies in 3D VLE in terms of the mean order of CoI components and generally 

above-average scores (Arbaugh et al., 2008; Burgess et al., 2010; McKerlich et al., 

2011; Reisoĵlu, 2014; Claman, 2015). Arbaugh et al. (2008) validated the CoI 

Survey Instrument and TP items yielded the highest mean score of 3.34 (SD = 

0.61). CP items yielded a mean score of 3.31 (SD= 0.60) and SP items collectively 

yielded a mean score of 3.18 (SD= 0.65) (n=287). In Burgess et al.ôs (2010) study, 

the overall mean score was higher for each element: TP items yielded a mean score 

of 4.41, CP items yielded a mean score of 4.35, and SP items yielded a mean score 

of 4.31(n=10, graduate students). In McKerlichôs (2011) study, TP items yielded 

the highest mean score of 3.90 (SD = 0.07). CP items yielded a mean score of 3.77 

(SD= 0.10) and SP items collectively yielded a mean score of 3.66 (SD= 0.11) 

(N=26 - adult students who were taking a higher education course that was 

completely held in a virtual world). In Reisoĵluôs (2014) dissertation, the overall 

mean score was higher for each element: TP items yielded a mean score of 2.67 

(SD=0.38) , CP yielded a mean score of 2.54 (SD=0.47) and SP yielded a mean 

score of 2.40 (SD=0.45) (n=103-secondary school students Grade of 5
th
,6

th
 and 

7
th
). These similar results show that the research results of this study are not unlike 

the original validated study (Arbaugh et al., 2008) in that the overall ranking was 

the same: TP, CP, and SP.  
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However, in Pellas and Kazanidisôs (2014) study, CP items yielded the highest 

mean score of 4.36 (SD = 0.73). SP items yielded a mean score of 4.21 (SD= 0.77) 

and TP items collectively yielded a mean score of 4.11 (SD= 0.74) (N=135 - 119 

graduate and 16 postgraduate students). In addition, in Clamanôs (2015) study, the 

overall mean score was higher for each element: SP yielded a mean score of 3.59, 

CP yielded a mean score of 3.49 and TP items yielded a mean score of 3.42 (n=21) 

and in Pellas and Boumpaôs  (2017) study, CP items yielded the highest mean score 

of 4.59 (SD = 0.77). TP items yielded a mean score of 4.28 (SD= 0.48) and SP 

items collectively yielded a mean score of 3.54 (SD= 0.24) (N=35 - preservice 

foreign language teachers). However, considering the contexts of previous studies 

and this study, comparing the mean scores of TP, CP, and SP might not be so 

feasible. As seen from the context of the studies, participants, designs, and/or 

treatment applied in the studies were different from each other. In order to have a 

more feasible comparison, detailed qualitative findings should be obtained (Kilis, 

2016). 

Based on the results, it can be concluded that participants did experience a CoI in 

TeachinGrid 3D VLE in which the óSpeaking Tasks in a 3D Virtual Learning 

Environmentô Module was held. Indicators for all three presences were all reported 

by the EFL learners at high level. In the following parts, results of CP and each 

phase of CP will be discussed: 

As mentioned before, EFL learners received a satisfactory level of CP (M = 4.11, 

SD = 0.74). Considering phases of CP, Resolution had the highest mean score 

(M=4.17, SD=.80), while the Exploration had the lowest mean score (M=4.02, 

SD=.84). The mean score of Integration was almost the same with Resolution 

(M=4.16, SD=.82) whereas the mean score of TE (M=4.08, SD=.84) was slightly 

higher than Exploration (see Table 4.4). The findings imply that the EFL learners 

have reported a high level of the cognitive presence in all four categories. 

As mentioned before, EFL learnersô CP level (M=4.11, SD=.74) was high in 3D 

VLE. As for CP of the CoI Survey, the highest mean score belonged to the item 23 
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(Item 23 ï ñProblems posed increased my interest in course issuesò, M=4.29, 

SD=.96). On the other hand, the lowest mean score in the CoI Survey was item 26 

(Item 26 ï ñI utilized a variety of information sources to explore problems posed in 

this course.ò, M=3.86, SD=1.11). It is noteworthy that the number of EFL learners 

making assessments at the level of ñstrongly disagreeò is very low; one EFL learner 

on item 24 (Item 24 ï ñCourse activities piqued my curiosityò, M=3.90, SD=1.14) 

and only item 32 (Item 32 ï ñI can describe ways to test and apply the knowledge 

created in this courseò, M=  4.19, SD=.87)  has no ñstrongly disagreeò or 

ñdisagreeò rating, but it was rated the highest ñneutralò (n=6). Each phase of CP 

was discussed below: 

5.1.1.1 In terms of Triggering Event 

The mean score of TE (M=4.08, SD=.84) was at satisfactory level and slightly 

higher than the Exploration phase which had the lowest mean score (M=4.02, 

SD=.84) in the CoI Survey. The highest mean score belonged to the item 23 (TE ï 

Item 23 ï ñProblems posed increased my interest in course issuesò, M=4.29, 

SD=.96) whereas the lowest mean score was item 24 ï (TE ï Item 24 ï ñCourse 

activities piqued my curiosityò, M=3.90, SD=1.14). The mean score of item 25 

was 4.05 (TE ï Item 25 ï ñI felt motivated to explore content related questionsò, 

M=4.05, SD=.92). Moreover, the results of descriptive analysis of the TE items in 

the CoI Survey were showed that:  

Á Majority of the EFL learners (76.19%, N=16) thought that ñproblems posed 

increased their interest in course issuesò while some others (23.81%, N=5) 

were undecided. 

Á Similarly, majority of them (76.19%, N=16) thought that ñcourse activities 

piqued their curiosity ñwhile some of them (14.29%, N=3) not, and they 

(71.43%, N=15) felt motivated to explore content related questions, while some 

others (23.81%, N=5) was undecided. 
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By the analysis of screen capture task recordings, it was found that the instructor 

provided well-planned triggering events that serves as a catalyst for further 

discussions on the reasoning gap speaking tasks by posing probing questions which 

could invite curiosity, elicit interest, and encourage different perspectives (Bender, 

2003). She also used evaluative questions (e.g., Task 3. Features of Railway 

Stations-Put into order-feature ranking). Using questions that support EFL learners 

making comparisons, highlighting contrasts, or making predications could serve to 

invite them into more meaningful dialogues. Another strategy for engaging EFL 

learners in online discussions initially used by the instructor was to create a 

scenario for role-plays and ill-structured problem as a triggering event for which 

EFL learners need to find viable solutions. By providing an intriguing problem, 

dilemma, or situation, she tried to pique EFL learnersô curiosity.  

The CoI survey results revealed that the mean score of Triggering Event (M=4.08, 

SD=.84) was at satisfactory level. However, making improvements of the English-

speaking module in 3D VLE can be considered in terms of Triggering Event items, 

especially to the item 24 which had the lowest mean score of Triggering Event 

phase (curiosity). Considering the item, recommendations on sustaining Triggering 

Event  were given below. They were emerged from the analysis of findings and 

suggestions of the EFL learners and the instructor. 

Recommendations on sustaining Triggering Event for the EFL learners   

In order to increase the curiosity of the EFL learners, new tasks that can ignite 

conversation and discussion should be presented in the 3D VLE or other course 

events that encourage their attention and excitement should be developed. In 

addition, task activities having the fun features (e.g., games) could be prepared to 

attract their attention and foster their motivation. Moreover, a variety of materials 

(e.g., audio files, presentations, videos) could be added to the environment to 

engage EFL learners with learning material. To help EFL learners understand the 

expectations from the task, as stated and recommended by some of the EFL 

learners, sample performance videos can be added.  
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5.1.1.2 In terms of Exploration 

The mean score of Exploration (M=4.02, SD=.84) was at satisfactory level and had 

the lowest mean score in the CoI Survey. The highest mean score belonged to the 

item 27 (EX ï Item 27 ï ñBrainstorming and finding relevant information helped 

me resolve content related questionsò, M=4.29, SD=.81) whereas the lowest mean 

score was item 26 ï (EX ï Item 26 ï ñI utilized a variety of information sources to 

explore problems posed in this courseò, M=3.86, SD=1.11). The mean score of 

item 28 was 4.00 (EX ï Item 28 ï ñOnline discussions were valuable in helping me 

appreciate different perspectives.ò, M=4.00, SD=1.22). Moreover, the results of 

descriptive analysis of the Exploration items in the CoI Survey were showed that:  

Á More than a half of the EFL learners (61.9%, N=13) thought that they 

utilized a ñvariety of information sources to explore problems posed in 

the course ñwhile some others (23.81%, N=5) were undecided. 

Á Majority of them (85.71%, N=18) thought that ñbrainstorming and 

finding relevant information helped them resolve content related 

questionsò while some others (9.52%, N=2) were undecided. 

Á In addition, more than a half of the EFL learners (66.67%, N=14) 

thought ñonline discussions were valuable in helping them appreciate 

different perspectivesò while some others (23.81%, N=4) not. 

The CoI survey results revealed that the mean score of Exploration (M=4.02, 

SD=.84) was at satisfactory level. However, making improvements of the English-

speaking module in 3D VLE can be considered in terms of Exploration items, 

especially to the item 26 and item 28 which had the lowest mean score of 

Exploration phase. Considering the item, recommendations on sustaining 

Exploration were given below. They were emerged from the analysis of findings 

and suggestions of the EFL learners and the instructor. 
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Recommendations on sustaining Exploration  for the EFL learners   

The results indicated that EFL learners did not appear to be able to develop and 

increase their abilities and awareness on the task topic. Variety of learning sources 

for them needed to be provided and to be emphasized in 3D VLE. For example, 

EFL learners could explore the information by working with text-based (e.g., 

presented by the notecards, information board, etc.) or audio-visual materials (e.g., 

presented by the web tool) either alone or with group members. Recommended 

web sites related to the task topic (or even landmarks including other regions if itôs 

allowed to be teleported) can be provided for the EFL learners to reach out some 

additional educational resources that could enhance their understanding of the topic 

being discussed. They can explore the resources and gather information from these 

sources. The instructor can ask each group members to share their findings and 

discuss on them with their group members. By this way, they can broaden their 

knowledge and skills on the related task topic. 

5.1.1.3 In terms of Integration 

The mean score of Integration(M=4.16, SD=.82) was at satisfactory level and 

slightly lower than the Resolution phase which had the highest mean score 

(M=4.17, SD=.80) in the CoI Survey. The highest mean score belonged to the item 

30 (IN ï Item 30 ï ñLearning activities helped me construct 

explanations/solutionsò, M=4.24, SD=.83) whereas the lowest mean score was 

item 31 ï (IN ï Item 31 ï ñReflection on course content and discussions helped me 

understand fundamental concepts in this classò, M=4.10, SD=1.14). The mean 

score of item 29 was 4.14 (IN ï Item 29 ï ñCombining new information helped me 

answer questions raised in course activitiesò, M=4.14, SD=.91). Moreover, the 

results of descriptive analysis of the Resolution items in the CoI Survey were 

showed that:  
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Á Majority of them (76.19%, N=16) thought that ñcombining new 

information helped them answer questions raised in course activitiesò 

while some others (19.05%, N=4) was undecided. 

Á Similarly, majority of them (85.71%, N=18) thought that ñlearning 

activities helped them construct explanations and solutionsò while some 

others (9.52%, N=2) was undecided. 

Á In addition, majority of them (71.43%, N=15) thought that ñreflection on 

course content and discussions helped to understand fundamental 

concepts in this classò while some others (14.29%, N=3) not. 

The CoI survey results revealed that the mean score of Integration (M=4.16, 

SD=.82) was at satisfactory level and slightly lower than the Resolution phase 

which had the highest mean score (M=4.17, SD=.80). However, making 

improvements of the English-speaking module in 3D VLE can be considered in 

terms of Integration items, especially to the item 31 which had the lowest mean 

score among the Integration items and was rated ñdisagreeò by 3 EFL learners and 

ñneutralò by other 3 EFL learners (IN ï Item 31 ï ñReflection on course content 

and discussions helped me understand fundamental concepts in this classò, 

M=4.10, SD=1.14). Considering these items, recommendations on sustaining 

Integration were given below. They were emerged from the analysis of findings 

and suggestions of the EFL learners and the instructor. 

Recommendations on sustaining Integration for the EFL learners   

Rarely the EFL learners mentioned the need of any tool that may help them to find 

connections and relationships in the shared information during in-group discussion 

of the task sessions. Although they were trying to complete the tasks related to the 

speaking skill, they preferred to take notes during the combining the ideas shared 

by group members. It is highly recommended to use tools (e.g., mind maps, wiki, 

and Google Docs by utilizing web tool) for integration in the environment. They 

can reflect and link their ideas with other group membersô different viewpoints and 

ideas on the task topic to solve to problem. 
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5.1.1.4 In terms of Resolution 

The mean score of Resolution (M=4.17, SD=.80) was at satisfactory level and had 

the highest mean score in the CoI Survey. The highest mean score belonged to the 

item 33 (RE ï Item 33 ï ñI have developed solutions to course problems that can 

be applied in practice.ò, M=4.24, SD=.89) whereas the lowest mean score was 

item 34 ï (RE ï Item 34 ï ñI can apply the knowledge created in this course to my 

work or other non-class related activitiesò, M=4.10, SD=1.10). The mean score of 

item 32 was 4.19 (RE ï Item 32 ï ñI can describe ways to test and apply the 

knowledge created in this course.ò, M=4.19, SD=.87). 

Moreover, the results of descriptive analysis of the Resolution items in the CoI 

Survey were showed that:  

Á Majority of them (71.43%, N=15) thought that they can ñdescribe ways 

to test and apply the knowledge created in this courseò while some 

others (28.57%, N=6) was undecided. 

Á Majority of them (80.95%, N=17) thought that they ñhave developed 

solutions to course problems that can be applied in practiceò while some 

others (14.29%, N=3) was undecided. 

Á And majority of them (76.19%; N=16) also thought that they can ñapply 

the knowledge created in this course to their work or other non-class 

related activitiesò while some others (14.29%, N=3) not. 

 

The CoI survey results revealed that the highest mean score of Resolution 

(M=4.17, SD=.80) was at satisfactory level. There were several reasons for 

Resolution being highly rated such as they had chance to apply their knowledge 

into speaking performance in 3D VLE in-class task sessions and performed out-of-

class task sessions with group members. Considering these items, 

recommendations on sustaining Resolution were given below. They were emerged 

from the analysis of findings and suggestions of the EFL learners and the 

instructor. 
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Recommendations on sustaining Resolution for the EFL learners   

Speaking tasks can be designed according to the real-life problems. Liu and Yang 

(2014) suggested that the online discussions should be included real-life 

experiences in order to enhance cognitive presence. Outcomes of the tasks to the 

real-life can be discussed. In addition, competitions among the groups can be 

arranged to find solutions to the real-life problems. They can record their 

performance about the solution of the problem (e.g., as an assignment) and share 

them to the other groups by using web tool. They can watch the recorded videos 

and reflect on the applicability of the solution. Moreover, they can perform the task 

solution to other groups in real time. Then, they can evaluate and discuss on the 

application of their solutions. Giving rewards to the best performance can be 

helpful to motivate the EFL learners.  

5.1.2 Factors Influencing Cognitive Presence 

In the following section, each factor effect on EFL learnersô CP positively or 

negatively was summarized in Table 5.1. In addition, suggestions were presented in 

the respect of each factor. 

5.1.2.1 Communication - Interaction Tools 

EFL learnersô asking questions to the instructor and group members about the tasks, 

and to the technician about technical issues and to asking for help from them via the 

voice chat (Zoom) were influenced CP positively. Moreover, Zoomôs private rooms 

(breakout rooms) provided EFL learners to help each other easily and ensured that 

the voice chat was made in a healthy way. At Zoomôs private rooms, the group 
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members shared their ideas and discussed with each other to reach the consensus 

for the task to be performed without any distraction of the other groups in a period 

of time. It was also influenced CP positively. Furthermore, this finding was 

supported with their responses during interviews (See #Q45 for one of EFL 

learnersô response). Similar to EFL learners, the instructor also noted this benefit of 

Zoom (General Evaluation Form). However, limited time of group meetings in free 

version of Zoom (40 min) influenced the interaction of subject-tool-community 

negatively. Moreover, the results of the analysis of task screen-recordings by the 

observation tool (Emerged Tensions in 3D VLE) were also confirmed this. 

It is noteworthy that, voice chat feature of OpenSimulator was disabled in 

TeachinGrid 3D VLE. Zoom was used instead of in-world voice chat in 

OpenSimulator to promote verbal communication in real time. It was used as 

previous studies used or recommended to be used (Cudworth, 2018; Olteanu, 

B´zoi, Gorghiu, & Suduc, 2014; Rufer-Bach, 2009, Toth-Cohen & Smith, 2019) as 

an alternative platform to the in-world voice chat in VWs. In case of limited 

features of the server, another platform for communication (e.g., Zoom, Skype, 

etc.) could be used alternatively as in this study. 

5.1.2.1.1 Avatar  

Avatars enabled subject-tool interaction, going around in the 3D VLE, interacting 

with the artefacts and tools of the 3D VLE, and performed the tasks with the 

collaboration of group members. The use of 3D representational capabilities of 

VWs and interaction by the avatars allow people establish a sense of identity in the 

3D VLE (Dalgarno & Lee, 2010).  

Participants adopted a new identity by having an avatar with pseudonym, thus grant 

a certain degree of anonymity (Melchor-Couto, 2018). They expressed that it led 

carrying out the activities without any prejudices and hesitation opinions on 

speaking English with other group members related to the task topic. G¿l (2016) 
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found that anonymity was advantageous since it reduces anxiety, helps them feel 

more comfortable and removes possible prejudices. In addition, EFL learners 

expressed they more relaxed, so they made less error while speaking in English.  A 

possible explanation of this is argued by Melchor-Couto (2018) stating that a 

strong relationship between self-efficacy beliefs and the anonymity effect was 

when foreign language oral interactions are conducted via 3D VLEs. Moreover, 

EFL learners reported that had fun experience by various games and activities in 

the 3D VLE through avatars. It led a facilitating effect on EFL learnersô obtaining 

information on the task topic. They not only played games, but also discovered the 

environment and recognized the tools that helped them learn. In addition, four 

participants and the instructor agreed on its positive influence on CP. 

On the other hand, EFL learnersô not able to control avatar movements and 

disturbance of other avatars by pushing each other or using vehicles during the task 

session caused distraction in attention during the instructorôs giving information 

about the task topic. Moreover, gathering in front of the information boards in a 

position of not letting to see the instructions led time consumption in reaching 

information and completing the tasks. Besides, the three participants and the 

instructor agreed on its negative influence on CP. 

The results showed that the communication-interaction tools influencing on EFL 

learnersô cognitive presence. The study conducted by Reisoĵlu (2014) concluded 

with a similar result stating the tools used for communication-interaction effect on 

studentsô cognitive presence. On the other hand, the study by Ozbek et al., (2017) 

and Omale et al. (2009) put the emphasis on avatars as a factor influencing on 

social presence. 

Considering these factorsô effect on CP, responses of the participants to the data 

collection tools, data analysis of the screen recordings recommendations on 

sustaining CP were given below:  

Since the some of the participants had avatar controlling problems, training of 

avatar controls can be allocated for a longer period of time (in this case 2 sessions). 
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The analysis of screen recordings showed this issue. In addition, the one of the EFL 

learner was reported this by the Inquiry Form (See #Q41 for one of EFL learnersô 

response). In the study of G¿l (2016) claimed that any users may find the 

controlling of avatar movement incredibly overwhelming.  

In addition, the organization of numerous enjoyable activities in the first task or the 

training session can promote awareness and understanding of the tools, vehicles, 

and areas. Guided tours and/or scavenger hunts can be helpful to discover the 

environment and tools in 3D VLE (Kapp & OôDriscoll, 2010). Moreover, 

information boards including the rules for 3D VLE can be added to various areas. 

5.1.2.2 Information tools 

Using the information board, where the instructions and the requirements of the 

task were set in an ordered fashion, as a reminder tool ensured positive influence 

on EFL learnersô CP.  

Moreover, all participants (5 EFL learners and the instructor) who gave responses 

to the member check form related to preliminary results of the study also agreed on 

its mentioned positive influence on CP. 

Since the information board contains long texts with a small font and lack of clear 

information, it influenced the interaction among the group members negatively, 

unable to get information correctly about the tasks and to execute them properly on 

time. In this situation, the subject-tool interaction influenced EFL learnersô CP 

negatively. Among 5 EFL learners who gave responses to the member check form 

related to preliminary results of the study, 3 EFL (David G4, Olivia G1, Lauren 

G4) learners and the instructor (Eva-The Instructor) agreed on its mentioned 

negative influences on CP, one of them was undecided (Megan G3 ï Member 

Check), and one of them is disagreed (Margaret G2 ï Member Check).  

The results showed that the information tools were one of the factors influencing 

EFL learnersô cognitive presence. The study conducted by Reisoĵlu (2014) 
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concluded with a similar result stating the tools used for informing effect on 

secondary school studentsô cognitive presence.  

Considering these factorsô effect on CP and responses of the participants to the data 

collection tools, recommendations on sustaining CP were given below: 

The instruction or information on Information boards must be simply descriptive, 

with the readable font size and unnecessary specific details omitted. Information 

boards for the task instructions should be located at each area related to the task or 

the instructions for each task can be located to each avatarôs inventory in a 

notecard. 

5.1.2.3 Navigation Tools 

EFL learnersô using of Navigation Tools allowed them to discover the areas 

without losing time and purposeless wandering in the 3D VLE. EFL learnersô 

interaction with Navigations tools influenced their CP positively. In addition, four 

participants and the instructor agreed on its positive influence on CP. One of the 

EFL learners shared her opinions on the navigation tools as stated below: 

This part was also very enjoyable because when we opened the map-option, 

we could see where it was and when we clicked where we wanted to go, we 

could go there instantly, which did not waste our time, we were able to 

complete the tasks quickly. (Megan G3 ï Member Check) (Q83). 

Since problems on finding shops, areas, and information boards and difficulties 

about the lack of direction signs showing the areas caused waste of time and EFL 

learnersô not able to follow the task procedure and not attend to communications 

(e.g., discussions) in the TeachinGrid environment. In this situation, the subject-

tool interaction influenced CP negatively. In addition, five participants and the 

instructor agreed on its negative influence on CP.Another EFL learner shared her 

opinions on the navigation tools by the member check form related to preliminary 

results of the study as stated below: 
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Yes, there were times when we did not know what to say and we could not 

find the destination in the task since we had some technical problems or 

didnôt have information on the subject, but none of these caused a 

deficiency in our motivation. On the contrary, I think it pushes us to help, 

think, and strive for what we can do (Margaret G2 ï Member Check) (Q84). 

The results showed that the navigation tools were one of the factors influencing 

EFL learnersô cognitive presence. 3D VLEs may be affected by navigation and 

wayfinding for the efficacy and efficiency of the tasks carried out (Gregory, Lee, & 

Dalgarno, 2016; Minocha & Hardy, 2016). EFL learners experienced these 

navigational problems mostly in Tasks 1 and 2 before getting familiar to the 3D 

VLE. The loss from the course flow caused by time spent during the experience in 

navigational problems decreased their enthusiasm for engaging in the in-group 

discussions of the task. Adequate number of navigation tools should be in the 

environment to guide the avatars. 

5.1.2.4 Presentation Tools 

Presentation of the information with videos and playing games, by reaching web 

sources from the environment, contributed to the learning of EFL learners, had 

positive impact on their engagement on the tasks, increased their curiosity and was 

helpful for completing the task by providing information and practice in 3D VLE. 

They influenced EFL learnersô CP positively. In addition, five participants and the 

instructor agreed on its positive influence on CP. One of the EFL learners shared 

her opinions on the presentation tools by the member check form related to 

preliminary results of the study as stated below: 

I agree with this section because it was fun for me to try to understand by 

reading, making effort, and trying to perceive information in the virtual 

environment instead of the teacherôs telling (Megan G3 - Member Check) 

(Q85). 
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However, EFL learnersô preference using a web browser to connect to the Internet 

instead of using web tool available in 3D VLE while making a search related to the 

task caused distraction in the flow of preparation of their task performance. It 

caused not only waste of time in the preparation of groupôs task performance but 

also decreased the motivation of the group members. Therefore, EFL learnersô CP 

influenced negatively. In addition, three participants and the instructor agreed on its 

negative influence on CP. 

The results showed that the presentation tools were one of the factors influencing 

EFL learnersô cognitive presence. The study conducted by Omale (2010) concluded 

with a similar result stating the participantsô utilizing the presentation screen in 3D 

VLE effect on cognitive presence. In the study, 11 undergraduate students used the 

presentation screen to discuss and express their action plans with other groups. 

Omale (2010) stated that ñThis supported cognitive presence in the form of 

applying new ideas, testing, and defending solutions.ò (p. 104). 

Considering these factorsô effect on CP and responses of the participants to the data 

collection tools, recommendations on sustaining CP were given below: 

Presentation tools (e.g., web tool) that avatars can use should be introduced and 

explained how to use them in detail in training session. In each task session, the 

instructor could guide the EFL learners on the possible tools that they can be use in 

the 3D VLE. They could be highlighted or announced to EFL learners by the 

researcher or the instructor at the beginning of the session. Moreover, to bring 

different ideas together on the topic, or to take notes during the group discussions, 

various tools (e.g., web tool) could be used. In addition, the technician monitored 

and controlled the use of the presentation tool in the 3D VLE in order to prevent 

problems. It can be ensured that the instructor and EFL learners have experience 

with them. Sufficient time should be allocated for training about the use of these 

tools with the help of the technician. 
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5.1.2.5 Motivation Tools 

Majority of the EFL learners were motivated to perform and complete the tasks and 

did not waste unnecessary time in the 3D VLE with the help of mentioned 

motivational tools. In addition, rewards given those who complete the tasks well, 

and feedback given to EFL learners by the instructor at the end of each task 

performance influenced EFL learnersô CP positively. In addition, three participants 

and the instructor agreed on its positive influence on CP. 

However, feedback from the EFL learners did not help, as much as the instructorôs 

feedback did, since they were limited in number and quality. In addition, driving 

vehicles during another group performance or the instructorôs giving information 

on the task topic led distraction and impact on EFL learnersô concentration 

negatively. Moreover, leaving them to inappropriate locations led the confusion in 

EFL learnersô mind and increase cognitive load. In addition, three participants and 

the instructor agreed on its negative influence on CP. 

The results showed that the motivation tools were one of the factors influencing 

EFL learnersô cognitive presence. The study conducted by Reisoĵlu (2014) 

concluded with a similar result stating the tools used for motivation tools effect on 

studentsô cognitive presence. In addition, the study by Kilis (2016) put the 

emphasis on ñmotivationò as a factor influencing on cognitive presence, 

particularly triggering event phase. 

Considering these factorsô effect on CP and responses of the participants to the data 

collection tools, recommendations on sustaining CP were given below:  

A certain period of time should be allocated at the end of each task performance in 

order to defend EFL learnersô suggestions against other groups and the instructor 

and to evaluate themselves effectively. Alternatively, or additionally, due to the 

limited time in synchronous course in 3D VLE and having large number of groups, 

giving effective and meaningful feedback for each EFL learner could be provided 

via SLOODLE tools, Moodle or any tool that would be helpful. As in the study, 
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immediate feedback provided to the groups after each group performance by the 

instructor and EFL learners, and after that they provided feedback for other groups 

by writing comments on each group performance in Moodle so that they could 

evaluate their performance. Moreover, the scripts could be used for the vehicles 

used by the EFL learners and left inappropriate places, so that they could be 

returned to their starting locations. This had been tested for a vehicle in the 3D 

VLE throughout the study and the vehicle went back to its original location without 

any problems. 

5.1.2.6 Technical Infrastructure  

Internet Connection problems 

Although the Internet connection and the features of the computers in the computer 

lab met the OpenSimulator platform requirements, unexpected interruption 

(sessions were expired) on the Internet connection occurred due to the institutional 

security problems during the task sessions led interruption in the group discussions, 

waste of time and decrease motivation on task completion. In addition, three 

participants and the instructor agreed on its negative influence on CP. 

Problems caused by the Internet connection and computer hardware were reported 

in many studies related to 3D VLEs. Kruk (2015) reported that computer hardware 

and slow, unstable internet connectivity problems could lead to frustration, 

irritation, or boredom. Moreover, it may affect the quality of 3D VLE experience 

interaction and sometimes make the environment unusable (Dalgarno et al. 2011, 

Zhang, 2013). Considering these factorsô effect on CP and responses of the 

participants to the data collection tools, recommendations on sustaining CP were 

given below: 

The Internet infrastructure and the computer to be used must meet OpenSimulator 

requirements and stable internet connection and computers with high GPU and 

RAM specifications should be required for an effective 3D virtual experience. 
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Institutional web security problems in terms of the Internet connection and firewall 

settings before the implementation of OpenSimulator should be taken into 

consideration.  

Server Problems (Not having enough server memory for TeachinGrid) 

When many EFL learners interacted with the scripted items in the environment, it 

led the avatars move slowly in the environment, stopped the region, and removed 

the avatars from the environment. This affected them in the process of role playing 

in task performance negatively also decreased their motivation. In a 3D VLE with a 

large number of users, the server should have high speed and memory capacity 

when interactive objects are required to be used. 

5.1.2.6.1 EFL learnersô Lack of Technical Knowledge  

Requirements of VLEs (Technical Complexity of VLEs - TeachinGrid) 

Complexities in various processes for the class sessions (e.g., login to 3D VLE, 

Zoom and Moodle, microphone configuration before connecting into the VW 

environment) led substantially waste of time  due to the nature of the EFL learnersô 

technical skill background and delay on the start time of the task session.  Any 

problems that EFL learners needed to login back led to frustration and decreased 

their motivation to complete the task. These requirements could be taken into 

consideration for the 3D VLE sessions. 

Configuration of microphones 

EFL learnersô lack of technical knowledge in configuration of their microphones in 

all in-class task-sessions caused problems in making their voices heard clearly and 

led both the EFL learners and the instructor to take time to fix the problem and 

reduce their motivation. In addition, this led EFL learnersô breaking the rule of 

using only voice chat in 3D VLE (They could use the text chat only in emergency 

situations for asking for help). Moreover, as in Chen (2016), these difficulties have 
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created issues with the education process and the collection of data while recording 

EFL studentsô oral performances. Although the EFL learners were trained in the 

configuration of microphones, the microphone problem took place in all in-class 

task sessions, with most EFL learners. Providing adequate resources for the 

configuration of microphone (e.g., on information board at Welcome Center) could 

be helpful to reduce problems. Additional technical staff may be beneficial in 3D 

VLE, else the course flow could be interrupted. 

5.1.2.6.2 Support on Technical Difficulties  and Content 

As mentioned before, complexities in various processes for the class sessions led 

substantially waste of time due to the nature of the EFL learnersô technical skill 

background. To perform the tasks in 3D VLE effectively and to achieve the desired 

learning outcomes, it is important to follow the division of the labor and obey the 

rules in 3D VLE. These should be taken into consideration seriously by each 

member of the community. In this context, the researcher as a technician helped 

EFL learners and the instructor for the technical problems. In addition, the 

instructor answered the questions related to the content asked by EFL learners and 

guided for them to complete their task performance successfully. Consistent with 

Reisoĵlu (2016), support on technological support and content assistance had been 

effective in establishing and sustaining CP. As mentioned before, additional 

technical staff or instructor who had technical knowledge would be beneficial in 

3D VLE, else unsolved technical problems lead to interruption in the course flow 

and their CP would be influenced negatively. 

The results showed that the technical infrastructure, EFL learnersô technical 

knowledge, and support on the technical difficulties and content were one of the 

factors influencing EFL learnersô cognitive presence.  
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5.1.2.7 Design of 3D Virtual Learning Environment 

Designing the environment in a realistic way in accordance with the speaking tasks 

increased EFL learnersô motivation to learn the topics and speak English, their desire 

to perform the tasks, and to realize that they can use what they learned with the help of 

speaking tasks in 3D VLE in daily life. In addition, well-designed and game-like 

environment including enjoyable features and facilities were helpful to reach the 

outcomes of the course; óto improve the speakingô. In addition, four participants and 

the instructor agreed on its positive influence on CP. 

However, inappropriate design of the scavenger hunt game including information 

related to the task topic (in Task 2) for the target EFL learners caused spending 

long time for searching, frustration, and decrease in motivation to complete the 

task. As a result, they could not obtain information about it. Moreover, problems 

while trying to sit down on a chair and looking like sitting position during the task 

presentation were another technical problem distracted their attention in the 

performance.In addition, four participants and the instructor agreed on its negative 

influence on CP. 

The results showed that the design of the 3D VLE was one of the factors effects on 

EFL learnersô cognitive presence. The study conducted by Omale et al. (2009) 

concluded with a similar result stating that ñThe 3-D space attributeò supported 

cognitive presence by providing ñlearning venues, such as small and large-group 

meeting spacesò. Besides, Reisoĵlu (2014) claimed that properties of the Second 

Life platform and realistic environment design affect CP (Reisoĵlu, 2014). 

5.1.2.8 Speaking Tasks  

As previously mentioned, the purposes of the reasoning gap speaking tasks were to 

engage EFL learners cognitively and support strong CP. By participating in the 

reasoning gap speaking tasks, EFL learners were expected to achieve better 

command of English language speaking in various real-life contexts created in 3D 
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VLE. As suggested by Tolu (2013), speaking tasks based on task-based approach 

facilitated brainstorming among group members and led collaborative and 

meaningful learning. In addition, consistent with Reisoĵlu (2016), the tasks in 3D 

VLE positively influenced the CP by increasing their engagement. In addition, four 

participants and the instructor agreed on its positive influence on CP. One of the 

EFL learner stated that: 

I do not agree with this section because trying to speak English both by 

using the microphone and in the virtual environment was really challenging 

and stressful. (Megan G3 ï Member Check) (Q86) 

However, there were pauses in speech of EFL learners due to the contextual 

problems. Some of them stated that they did not know what to say, needed time to 

think. They faced difficulties in bringing ideas together. Moreover, lack of enough 

sources related to the task topic and ordinary task topic (lack of interesting topic) 

decreased their motivation to complete the task. In addition, four participants and 

the instructor agreed on its negative influence on CP.  

The results showed that the speaking tasks were one of the factors influencing EFL 

learnersô cognitive presence. The study conducted by Traphagan et al., (2014) 

concluded with a similar result stating the task (including sub-factors of ñtask 

familiarity, nature of task) affect TP, SP and CP.  

5.2 Recommendations 

5.2.1 Recommendations for Instructional Designers of 3D VLEs 

Recommendations on what instructional designers of 3D VLEs should be aware of 

in 3DLE design were listed below: 

¶ 3DLE Design Principles Model proposed by Kapp & OôDriscoll (2010) was 

helpful to create constructivist language learning enviornment. The model 

components could be taken into consideration during the design of such 3D 
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VLEs. Well-designed and game-like environment including enjoyable 

features/facilities could be helpful to reach the intended outcomes of the course 

module. 

¶ The 3D VLE should be designed in a realistic way in accordance with the 

speaking tasks. By this way, it may increase participantsô motivation to learn 

the topics and speak English, their desire to perform the tasks, and to realize 

that they can use what they learned with the help of speaking tasks in 3D VLE 

in daily life. 

¶ Speaking tasks and materials to be used in 3D VLE must be designed 

carefully to promote critical and reflective thinking. Reasoning gap 

speaking tasks based on Task-based approach can engage students 

cognitively and support strong CP. It may lead to achieve better command 

of English language speaking in various real-life contexts created in 3D 

VLE. Speaking tasks based on task-based approach, especially reasoning 

gap speaking tasks can facilitate brainstorming among group members and 

lead collaborative and meaningful learning 

¶ If the server of the 3D VLE (OpenSimulator) has limited sources and 

causes communication problems, another platform (e.g., Zoom, Skype, etc.) 

for verbal communication in real time could be used instead of in-world 

voice chat.  

¶ The Internet infrastructure and the computer to be used must meet the 

requirements of the 3D VLEs (e.g., OpenSimulator) and stable internet 

connection and computers with high GPU and RAM specifications should 

be required for an effective 3D virtual experience. Before the 

implementation of 3D VLEs, Institutional web security problems in terms 

of the Internet connection and firewall settings, should be taken into 

consideration (G¿l, 2016). In addition, in a 3D VLE with a large number of 

users, the server should have high speed and memory capacity when 

interactive objects are required to be used. 
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¶ In order to avoid major concerns about privacy, misconduct, inappropriate 

content, or other risks come from the outside the world, which may affect 

the course or discussion flow, a standalone server can be used for the 

development of 3D VLE, or access to the discussion areas can be restricted 

for other avatars.   

¶ Training sessions should cover all important aspects of the environment 

such as how to control avatars, how to use or benefit from tools in 3D VLE 

(e.g., communication tools, navigation tools). Training of avatar controls 

should be allocated for a period of time until the participants have sufficient 

knowledge. 

¶ Adequate number of navigation tools should be available in the 3D VLE to 

guide the avatars.  

¶ The organization of numerous enjoyable activities in the training session or 

first task can promote participantsô awareness and understanding of the 

tools, vehicles, and areas. Guided tours and/or scavenger hunts can be 

helpful to discover them.  

¶ Schedule for the activities to be conducted can be shown in information 

boards. This may be helpful for their self-regulation. 

¶ Information boards including the rules for the environment can be added to 

various areas to remind the rules to students. 

¶ The instruction or information on Information boards must be simply 

descriptive, with the readable font size and unnecessary specific details 

omitted. Information boards for the task instructions should be located at 

each area related to the task or the instructions for each task can be located 

to each avatarôs inventory in a notecard. 

¶ Gestures and animation opportunities that can be used in the tasks should be 

provided for better sense of being.   

¶ Adequate tools that providing participants sources (multimedia materials, 

web tools, notecards including additional information, etc.) related to the 

task topic should be enabled in the environment.  
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¶ Various tools (e.g., web tool) that may be helpful to bring different ideas 

together on the topic, take notes during the group discussions, or sharing 

sources can be enabled or developed for the environment.  

¶ In the environment, there should be free time for social activities that 

participants contact with others, speak only in English and spend time 

together should be scheduled (for social presence). In addition, this may 

also allow them to alleviate their fear or anxiety about speaking English, if 

they have. 

¶ A certain period of time should be allocated at the end of each task 

performance in order to defend participantsô suggestions against other 

groups and the instructor and to evaluate themselves effectively.  

¶ SLOODLE tools or Moodle could be helpful to studentsô and instructorôs 

giving effective and meaningful feedback for each student in limited time of 

synchronous course with a large number of groups. As in the study, 

immediate feedback provided to the groups after each group performance 

by the instructor and EFL learners, and after that they provided feedback for 

other groups by writing comments on each group performance in Moodle so 

that they could evaluate their performance. 

¶ Other assessment types/activities/tools (e.g., quizzes, contests) can be 

integrated into the environment. Additionally, SLOODLE provides Quiz 

Chair tool for exams. 

¶ Scripted vehicles can be enabled in 3D VLE instead of the vehicles used 

and left inappropriate places, so that they could be went back to its original 

location without any problems. 

5.2.2 Recommendations for Language Instruct or of 3D VLEs 

Recommendations on what the practitioners or language instructors of 3D VLEs 

should be aware of in 3D VLE for planning a language skill course were listed 

below: 
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¶ Collaboration with the instructional designer and technician is essential and 

highly  recommended to create and sustain effective educational process in 

3D VLE. 

¶ óCode of Conduct Formô should be established to govern all participants 

behavior in the 3D VLE including information about the island, General 

Behavior, Avatar Guidelines, Privacy Policy, Photography & Videography 

Policy. In addition, the rules in 3D VLE and responsibilities of participants  

should be announced in a clear way at the beginning of the course. These 

can be effective in continuing the task cycle (educational process or 

discussions among participants on the task topic) in a balanced manner. 

¶ In each task session, the instructor can guide the students on the possible 

tools that they can be use in the 3D VLE. They can be highlighted or 

announced to them at the beginning of the session. 

¶ A certain period of time should be allocated at the end of each task 

performance in order to defend participantsô suggestions against other 

groups and the instructor and to evaluate themselves effectively. 

Alternatively, or additionally, due to the limited time in synchronous course 

in 3D VLE and having large number of groups, giving effective and 

meaningful feedback for each participant could be provided via SLOODLE 

tools, Moodle or any tool that would be helpful. As in the study, immediate 

feedback provided to the groups after each group performance by the 

instructor and EFL learners, and after that they provided feedback for other 

groups by writing comments on each group performance in Moodle so that 

they could evaluate their performance. 

¶ Lack of enough sources related to the task topic and ordinary task topic 

(lack of interesting topic) decreased their motivation to complete the task.  
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5.3 Suggestions for Further Research 

In this research study, factors influencing CP of EFL learners when they engage in 

reasoning-gap activities in a synchronous online English-speaking module built in 

OpenSimulator with SLOODLE within the framework of Activity Theory were 

explored. Further research can be conducted for the exploration of factors 

influencing other presences (TP, SP). Moreover, the current research study was 

adopted a holistic single case design. Embedded single case or multiple case 

research can provide new insights to the phenomenon studied. In addition, in the 

3D VLE, EFL learners engaged in activities with synchronous online discussions. 

Asynchronous online discussions can be developed for 3D VLE. Influencing 

factors can be explored from the data derived from them. 

ñEmerged Tensions in 3D VLEò- Form was useful tool to observe the tensions, 

contradictions, and problems in which phases of CP occurred during the 

TeachinGrid sessions. It could be helpful for the researchers for such research 

studies. 

The English-speaking module included many opportunities for EFL learnersô 

interaction with the environment (tools), however, these were limited for the group 

task performance of EFL learners. In this study, although reflection tools and 

assessment tools were included in the 3D VLE, they did not use widely and 

adequately for the educational purposes. They can be another potential factor that 

may affect CP. Studies in which learners using the types of tools may result in 

discovering another factors. 

The CoI Survey results showed that CP and SP scores had higher standard 

deviation. It implies that other factors might affect these outcomes. Since the 

participants who enrolled in the module consisted of freshman, sophomores and 

juniors, the year of study may significantly impact on the standard deviation of the 

cognitive presence. This kind of participant selection type, Criterion based 

selection, may emergent impact on the findings. The groups were formed by 
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randomly consisted of 3-4 EFL learners. They were randomly assigned to each 

group. The year of study should be considered in the process of organization of the 

groups.  

A course on various language skills (receptive/productive skills) to be taught in 3D 

VLEs can be designed by using CoI framework as an instructional design 

framework and learning experience can be evaluated by the CoI Survey, CoI 

coding schemes and/or MUVEEET Form. In addition, the effect of various 

methods and approaches (e.g., Content Based Instruction, etc.) of ELT can be also 

evaluated. Moreover, different pedagogical models (e.g., flipped classroom) can be 

applied to the course. 

Various communicative activities/tasks can be applied in a 3D VLE synchronously 

and/or asynchronously and the result can be evaluated.  

The course materials can be designed and developed by applying different 

language teaching techniques and then examined differences by using the CoI 

Survey, CoI coding schemes or both.  

Relationship between each element of CoI and various variables, such as anxiety, 

willingness to communicate, online EFL achievement, etc. and can be examined. 

 

To conclude that, as stated by Burgess et al. (2010), the need to measure learning in 

design and development of effective and engaging 3D VLEs by using CoI 

framework will continue to increase as they become more widely used in language 

education to deliver instruction.  
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APPENDICES 

A. Checklist for Evaluating Tasks  

*ñChecklist for Evaluating Tasksò modified from Nunan (2004)ôs ñChecklist for 

evaluating communicative tasksò 

Checklist for Evaluating Tasks 

Task Number: _______ 

Gender :         Female      Male   

Age  : _______ 

Last Degree Earned in English Language Teaching: 

        Bachelorôs Degree         Masterôs Degree  PhD Degree         Other _____ 

Years of Teaching Experience: _______ 

GOALS AND RATIONALE  

1. ñTo what extent is the goal or goals of the task obvious a) to you b) to your 

students?ò 

2. ñIs the task appropriate to the learnersô proficiency level?ò  

3. ñTo what extent does the task reflect a real-world or pedagogic rationale? Is 

this appropriate? ñ 

4. ñDoes the task encourage learners to apply classroom learning to the real 

world?ò  

5. ñWhat beliefs about the nature of language and learning are inherent in the 

task?ò  

6. ñIs the task likely to be interesting and motivating to the students?ò 

INPUT 

1. ñWhat form does the input take?ò 
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2. ñIs it authentic? If not, is it appropriate to the goal of the task?ò 

PROCEDURES 

1. ñAre the procedures appropriate to the communicative goals of the task? If 

not, can they be modified to make them more appropriate? ñ 

2. ñIs the task designed to stimulate students to use bottom-up or top-down 

processing skills?ò  

3. ñIs there an information gap or problem which might prompt a negotiation 

of meaning?ò 

4. ñAre the procedures appropriate to the input data?ò 

5. ñAre the procedures designed in a way which will allow learners to 

communicate and cooperate in groups?ò  

6. ñIs there a learning strategies dimension, and is this made explicit to the 

learners?ò  

7. ñIs there a focus on form aspect and, if so, how is this realized?ò 

ROLES AND SETTINGS 

1. ñWhat learner and teacher roles are inherent in the task? Are they 

appropriate?ò  

2. ñWhat levels of complexity are there in the classroom organization implicit 

in the task?ò  

3. ñIs the setting confined to the classroom?ò 

IMPLEMENTATION  

1. ñDoes the task actually engage the learnersô interests?ò 

2. ñDo the procedures prompt genuine communicative interaction among 

students?ò 

3. ñTo what extent are learners encouraged to negotiate meaning? ñ 

4. ñDoes anything unexpected occur as the task is being carried out? ñ 

5. ñWhat type of language is actually stimulated by the tasks?ò  

6. ñIs this different from what might have been predicted?ò 
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GRADING AND INTEGRATION  

1. ñIs the task at the appropriate level of difficulty for the students? If not, is 

there any way in which the task might be modified in order to make it either 

easier or more challenging?ò  

2. ñIs the task so structured that it can be undertaken at different levels of 

difficulty?ò 

3. ñWhat are the principles upon which the tasks are sequenced?ò 

4. ñDo tasks exhibit the ótask continuityô principle?ò  

5. ñAre a range of macroskills integrated into the sequence of tasks? If not, 

can you think of ways in which they might be integrated?ò  

6. ñAt the level of the unit or lesson, are communicative tasks integrated with 

other activities and exercises designed to provide learners with mastery of 

the linguistic system? If not, are there ways in which such activities might 

be introduced?ò 

7. ñDo the tasks incorporate exercises in learning-how-to-learn? If not, are 

there ways in which such exercises might be introduced?ò 

ASSESSMENT AND EVALUATION  

1. ñWhat means exist for the teacher to determine how successfully the 

learners have performed?ò 

2. ñDoes the task have built into it some means whereby learners might judge 

how well they have performed?ò 

3. ñIs the task realistic in terms of the resources and teacher expertise it 

demands?ò  

Note: Adapted from (Nunan,2004, pp.174-175) 
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B. Speaking Tasks ï Guidelines for EFL learners 

TASK 1 ï DEPARTMENT STORES 

General Information  Instruction s 

PRE-TASK  

Duration:  

30 min 

 

Activity Type:  

Individual 

 

Location:  

Social Area 

Follow the instructions listed below: 

Step 1. Test Your Equipment and Preparation 

1. Check your headphones & be sure that microphone is working properly. 

2. Connect to the Zoom and TeachinGrid. 

3. Go to the "Social Area" and take a sit & please wait for the instructor's instruction. 

*If you have problems about technology, ask for help from the researcher. 

Step 2. Department Stores 

1. Check the board covering "Oral Performance Evaluation Rubric" near the "Social Area", before the speaking 

activity. 

2. Listen to the instructor carefully and attend the conversations as much as possible. 

3. Communicate as much as possible in the environment.  

Be clear and precise during the conversations. 
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TASK CYCLE  

Duration:  

60 min 

 

Activity Type:  

Group 

 

Location:  

Various Areas 

Follow the instructions listed below: 

Step 1. Information (Role-Play) 

1. Listen to the instructor carefully. You will create role-play conversations in the departments of the shopping 

center (Min. 3 min, Max. 5 min conversation). 

You can also get the role play information by the information board ("Task 1 Role Play Instruction") near the 

Social Area. 

i. Store Manager: 

- There are many challenges facing many shopping malls. There is a decline in-your store sale. 

- Think about "What should you do to make your store more attractive as a store manager?" 

- Add some materials to your store. You can get them from the Material Store. Make effective changes in your 

store. 

ii. Customer: 

-Think about what you want to buy. Ask the details such as Size-in stock-delivery-gift wrap-material-how long is 

it guaranteed? -how to pay? cost etc. 

iii. Shop Assistant: 

-Help the customer to decide and/or answer his/her questions.   
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iv. Reporter: 

-After changes made by the store manager, there is an increase in the store sales, and it gets the attention of the 

media. 

-As a reporter, ask the details (cost, etc.) what the store manager changed at the store to make the store more 

attractive.  

Record the role play session by a screen capturing software called Camtasia.  

-You first record the store manager conversation then the shopping conversation. 

2. Check "Oral Performance Evaluation Rubric" before the roleplay. 

3. You will vote other groups at the end of the role plays. The best performed group who is voted by the students 

will get extra 5 points.  

Step 2. Role Play-Planning 

1. You will work in groups of 3-4. 

2. Groups will be assigned into shops randomly by clicking the object called as "Assign a Shop" around the 

television.   

Choose one of your group members and wait for the instructor's invitation to use the object. 

3. You can decide which the role you will assign.  The roles: Store manager, Reporter, Shop Assistant, Customer. 

4. You should focus on signs at stores and use various store signs in the conversations. 
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5. You will have 15 minutes for planning, discussion & practice. 

Step 3. Role Play 

1. Perform the role play (Min. 3 min, Max. 5 min for each conversation) in front of other groups. 

2. Offer comments and give suggestion to other groups at the end of each role play. 

POST-TASK 

Duration:  

10 min 

Activity Type:  

Individual 

Location:  

Social Area 

Step 1. Evaluation 

1. After role play, go to the "Social Area" to vote for the best performed group.  

2. Click on SLOODLE Choice near the "Social Area" (Named as Group 1-Group 2- Group 3-Group 4-Group 5-

Group 6). You are not allowed to vote your own group. 

* The best performed group who is voted by the students will get extra 5 points.  
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TASK 2 ï PHOBIAS  

General Information  Instruction s 

PRE-TASK 

Duration:  

30 min 

 

Activity Type:  

Individual 

 

Location:  

Social Area 

Follow the instructions listed below: 

Step 1. Test Your Equipment and Preparation 

1. Check your headphones & be sure that microphone is working properly. 

2. Connect to the Zoom and TeachinGrid. 

3. Go to the "Social Area" and take a sit & please wait for the instructor's instruction. 

*If you have problems about technology, ask for help from the researcher. 

Step 2. Warm-up 

1. Listen to the instructor carefully and attend the conversations as much as possible. 

2. Communicate as much as possible in the environment.  

3. Be clear and precise during the conversations. 

Step 3. Scavenger Hunt 

1. Listen to the instructor carefully. You will work in groups of 3-4 (same groups as before) 

   You can also get the scavenger hunt information by the information board ("Task 2 Scavenger Hunt"). 

2. You will talk about the phobias mentioned on the notecards. 
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TASK 2 ï PHOBIAS  

General Information  Instruction s 

TASK CYCLE  

Duration:  

60 min 

 

Activity Type:  

Group 

 

Location:  

Various Areas 

Follow the instructions listed below: 

Step 1. Information (Role-Play) 

1. You will watch a weird phobia news on the "Social Area". Watch it carefully.  

2. Listen to the instructor carefully. You will create a weird phobia news (Min. 3 min, Max. 5 min conversation). 

You can also get the role play information by the information board ("Task 2 Role Play Information"). 

3. Check "Oral Performance Evaluation Rubric" before the roleplay. 

4. You will vote other groups at the end of the role plays. The best performed group who is voted by the students 

will get extra 5 points. 

Step 2. Role Play-Planning 

1. You will work in groups of 3-4 (same groups as before) 

2. You can decide which the role you will assign.  

You will create a weird phobia news (Min. 3 min, Max. 5 min conversation) and play the roles of; 

i. Reporter: Ask what the person having the weird phobia suffer from? 

ii. Person having the weird phobia: Explain the difficulties you faced 

iii. Friend of the person with the phobia: Explain the difficulties you faced while you are with the person 
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TASK 2 ï PHOBIAS  

General Information  Instruction s 

having the weird phobia 

iv. Relative of the person with the phobia: Explain the difficulties you faced while you are with the person 

having the weird phobia 

3. You will have 15 minutes for planning, discussion & practice. 

Step 3. Role Play 

1. Perform the role play (Min. 3 min, Max. 5 min for each conversation) in front of other groups. 

2. Offer comments and give suggestion to other groups at the end of each role play. 

POST-TASK 

Duration:  

10 min 

Activity Type:  

Individual 

Location:  

Social Area 

Step 1. Evaluation 

1. After role play, go to the "Social Area" to vote for the best performed group.  

2. Click on SLOODLE Choice near the "Social Area" (Named as Group 1-Group 2- Group 3-Group 4-Group 5-

Group 6). You are not allowed to vote your own group. 

* The best performed group who is voted by the students will get extra 5 points.  
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TASK 3 ï RAILWAY STATION OF FUTURE  

General Information  Instruction s 

PRE-TASK 

Duration:  

30 min 

 

Activity Type:  

Individual 

 

Location:  

Presentation Area 

Follow the instructions listed below: 

Step 1. Test Your Equipment and Preparation 

1. Check your headphones & be sure that microphone is working properly. 

2. Connect to the Zoom and TeachinGrid. 

3. Go to the "Presentation Area" and take a sit & please wait for the instructor's instruction. 

*If you have problems about technology, ask for help from the researcher. 

Step 2. Railway Stations 

1. Check the board covering "Oral Performance Evaluation Rubric" near the "Social Area", before the speaking 

activity. 

2. Listen to the instructor carefully and attend the conversations as much as possible. 

3. Communicate as much as possible in the environment.  

4. Be clear and precise during the conversations. 

Step 3. Features of Railway Stations-Put into order 

1. Listen to the instructor carefully.  

2. You will work in groups of 3-4 (same groups as before)  
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TASK 3 ï RAILWAY STATION OF FUTURE  

General Information  Instruction s 

3. What do you want from a railway station? Put these features in order, for your group. (1=most important). You 

have 5 minutes to complete. 

i. A beautiful building 

ii.  A convenient situation near the city center 

iii.  Good shops and restaurants 

iv. Modern and efficient service 

v. A wide variety of destinations 

b. Compare your answers with the class. 

TASK CYCLE  

Duration:  

60 min 

 

Activity Type:  

Group 

 

Follow the instructions listed below: 

Step 1. Information (Presentation) 

1. Listen to the instructor carefully. You will create an oral presentation about "Railway Station-2030" 

considering its location, physical appearance, facilities, etc. for the "Railway Station-2030 Competition". (Min. 3 

min, Max. 5 min presentation).  

2. You can also get the presentation information by the information board ("Task 3 Presentation Information"). 

3. Check "Oral Performance Evaluation Rubric" before the roleplay. 
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TASK 3 ï RAILWAY STATION OF FUTURE  

General Information  Instruction s 

Location:  

Presentation Area 

4. You will vote other groups at the end of the presentations. The best performed group who is voted by the 

students will get extra 5 points. 

Step 2. Presentation-Planning  

1. You will work in groups of 3-4 (same groups as before) 

2. You can decide which part of the presentation you will talk. Each group member should talk equal time. 

i. Location: Getting to and from the station 

ii. Physical Appearance: Describe the physical appearance of the "Railway Station-2030" 

iii. Facilities: Ticket Buying and collection, shops, waiting rooms, mobility aids, etc. 

iv. Summary: Summary of your "Railway Station-2030". Convince your audience that your "Railway Station-

2030" is the best.   

3. Prepare a well-planned presentation. 

4. You can prepare it with your group members wherever you want in the environment. 

5. You will have 15 minutes for planning, discussion & practice. 

Step 3. Presentation  

1. Make the presentation (Min. 3 min, Max. 5 min) in front of other groups at the presentation area. 
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TASK 3 ï RAILWAY STATION OF FUTURE  

General Information  Instruction s 

2. Offer comments and give suggestion to other groups at the end of each presentation. 

POST-TASK 

Duration:  

10 min 

Activity Type:  

Individual 

Location:  

Social Area 

Step 1. Evaluation 

1. After presentation, go to the "Social Area" to vote for the best performed group.  

2. Click on SLOODLE Choice near the "Social Area" (Named as Group 1-Group 2- Group 3-Group 4-Group 5-

Group 6). You are not allowed to vote your own group. 

* The best performed group who is voted by the students will get extra 5 points.  
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TASK 4 ï FAKE OR REAL NEWS  

General Information  Instruction s 

PRE-TASK 

Duration:  

30 min 

 

Activity Type:  

Individual 

 

Location:  

Presentation Area 

Follow the instructions listed below: 

Step 1. Test Your Equipment and Preparation 

1. Check your headphones & be sure that microphone is working properly. 

2. Connect to the Zoom and TeachinGrid. 

3. Go to the "Presentation Area" and take a sit & please wait for the instructor's instruction. 

*If you have problems about technology, ask for help from the researcher. 

Step 2. Newspaper 

1. Check the board covering "Oral Performance Evaluation Rubric" near the "Social Area", before the speaking 

activity. 

2. Listen to the instructor carefully and attend the conversations as much as possible. 

3. Communicate as much as possible in the environment.  

4. Be clear and precise during the conversations. 

Step 3. How to spot fake news? 

1. Listen to the instructor carefully.  

2. You will work in groups of 3-4 (same groups as before)  
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TASK 4 ï FAKE OR REAL NEWS  

General Information  Instruction s 

3. You will use the web tool at the "Presentation Area" to create a mind map together on how to spot fake news. 

Step 4. Play fake news game 

1. Play the fake or real news game: "Factitious" at the "Presentation Area".  

2. Choose College level at the game. 

TASK-CYCLE  

Duration:  

60 min 

 

Activity Type:  

Group 

 

Location:  

Presentation Area 

Follow the instructions listed below: 

Step 1. Information (Presentation) 

1. Listen to the instructor carefully. You will create an oral presentation about "fake or real news for the online 

newspaper with the headline" by using one of sample templates (Min. 3 min, Max. 5 min presentation).  

"Work in groups to create a fake or real news considering the infographic made by IFLA(International Federation 

of Library Associations and Institutions) given on the information board which includes eight simple steps (based 

on FactCheck.orgôs 2016 article How to Spot Fake News) to discover the verifiability of a given news. Be 

prepared to explain it to the other groups at the Presentation Area." 

2. You can take notes on notecards or prepare the news by using PowerPoint and save it as a JPG format. If it is 

prepared as a JPG format, it should be sent to the researcher. teachingridofficial@gmail.com. 

3. You can prepare your fake or real news wherever you want in TeachinGrid, but far away from each group. 
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TASK 4 ï FAKE OR REAL NEWS  

General Information  Instruction s 

4. Each group member should contribute on the creation of the news equally.  

5. Each group introduces the news and presented by all the group members. 

6. You can also get the presentation information by the information board ("Task 4 Presentation Information"). 

7. Check "Oral Performance Evaluation Rubric" before the roleplay. 

8. You will vote other groups at the end of the presentations. The best performed group who is voted by the 

students will get extra 5 points. 

Step 2. Presentation-Planning  

1. You will work in groups of 3-4 (same groups as before) 

2. You can decide on which part of the presentation you will add your contribution and the type of the news and 

its being fake or real. Each group member should talk equal time.  

i. Photo: Photos can be funny, ridiculous, weird, strange. 

ii. Topic: Topics can be funny, ridiculous, weird, strange. 

iii. Audience: Whomever you want. 

iv. Presentation: Use one of the sample templates. 

3. Prepare a well-planned presentation. 
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TASK 4 ï FAKE OR REAL NEWS  

General Information  Instruction s 

4. You can prepare it with your group members wherever you want in the environment. 

5. You will have 15 minutes for planning, discussion & practice. 

Step 3. Presentation  

1. Make the presentation (Min. 3 min, Max. 5 min) in front of other groups at the presentation area. 

2. Offer comments and give suggestion to other groups at the end of each presentation. 

POST-TASK 

Duration:  

10 min 

Activity Type:  

Individual 

Location:  

Social Area 

Step 1. Evaluation 

1. After presentation, go to the "Social Area" to vote for the best performed group.  

2. Click on SLOODLE Choice near the "Social Area" (Named as Group 1-Group 2- Group 3-Group 4-Group 5-

Group 6). You are not allowed to vote your own group. 

* The best performed group who is voted by the students will get extra 5 points.  
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C. First Steps on TeachinGrid - A Guideline for the Participants of 3D VLE  

Completion Time: 50 min 

 

1) TeachinGrid Registration 

- Click on the link below for TeachinGrid Registration. You can see the sample 

registration below. 

  http://www.dreamlandmetaverse.com/signup2/TeachinGrid 

*First Name & Last Name: Only alphabetic, numeric and underscore or dash 

characters are allowed. 

 

*A request for confirmation will be sent to your e-mail address. Please wait a few 

minutes. Check your spam folder. 

TeachinGrid 
Registration 

Connection to 
TeachinGrid  
(Firestorm 
Viewer) 

Firestorm - 
Grid 

Configuration 
Settings  

Moodle 
Registration 

Camtasia 
Screen 

Recorder 

http://www.dreamlandmetaverse.com/signup2/TeachinGrid
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*If you receive a message as ñYou have just used a one-time email confirmation 

link. Your form submission has been processed.ò, check your email account to 

confirm your email. Click the link or paste the link into the browser address bar 

and then you will get the message ñRegister new user succeeded.ò (No need to fill 

the form again, just go to the next step) 

- If you forget your password, click on the link below to reset your password 

  http://www.dreamlandmetaverse.com/reset/TeachinGrid 

2) Connection to TeachinGrid  

¶ To connect to TeachinGrid, you must download the latest Firestorm viewer, 

that you can download from here: 

http://www.firestormviewer.org/downloads/ 

¶ Choose your operating system Windows-Mac or Linux. 

o Choose ñFor SL & Opensim 64bit" or "For SL & Opensim 32bitò  

o Click on the download button. 

3) Firestorm ï Grid Configuration Settings 

Follow the steps below to configure the Firestorm View to access to TeachinGrid. 

Step 1. Click on Viewer > Preferences to open the preferences window. 

Step 2. Select the Opensim Tab in the Preferences Window. Add the TeachinGrid 

URI (given below) in the Add New Grid field and press Apply. Close the 

preferences window. 

The TeachinGrid URI is Login URI: http://209.126.208.163:9026/ 
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Step 3. Ensure you have TeachinGrid selected in the Grid Manager Menu. Insert 

your username and password and login. 

 

Step 4. When you login into TeachinGrid, your clothing will be still downloading. 

Just click on Close. 
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Step 5. You can walk around ï use the arrow keys on your keyboard to walk. UP 

ARROW to walk forward. DOWN ARROW to walk backward. RIGHT and LEFT 

ARROWS to turn. Go to the Welcome Area / Center Point and then click on the 

avatar which you want to look like. You will buy for free. Click on Buy button.  
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Step 6. New clothes and body parts will be downloaded into your inventory 

(suitcase icon). You can see your inventory on the menu (right down). Find the 

folder named as ñAVA COMPLETE ...ò then right click on the folder and choose 

ñWear Itemsò. 

 

Step 7. If you look like the avatar you choose, it is ok. 



 

 

352 

 

4) Moodle Registration 

To register in Moodle, touch to ñSLOODLE 2.0 Registration Enrollment Boothò 

tool near Welcome Area or click on the link (37.148.210.90/moodle). Use your 

ñBaĸkent University student e-mail addressò to register. Choose the course named 

as ñSpeaking Tasks in a 3D Virtual Learning Environmentò and the Course 

Enrolment Key is ñteachb2ò. 

 

5) Camtasia Screen Recorder  
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While you are doing the tasks, screen capture is required. Download the free trial 

version of screen recorder software:  

https://www.techsmith.com/download/camtasia/ 

Choose your operating system Windows or Mac and download. 

 

Click on ñCreate a new accountò. 

 

After creating the account, download the free trial version. 
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355 

D. Views from TeachinGrid 3D VLE 

¶ Welcome Area: 
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¶ Social Area: 
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¶ Presentation Area: 
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¶ Shopping Center: 

 

¶ Train Station:  
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¶ Exam Room: 

 

¶ Conference Room: 

 


































































































































































