UCLA

UCLA Electronic Theses and Dissertations

Title

Telecollaboration and Students’ Language Learning Attitudes in a Dual Immersion
Program

Permalink
https://escholarship.org/uc/item/0tz47419
Author

Zhang, Junyao

Publication Date
2020

Peer reviewed|Thesis/dissertation

eScholarship.org Powered by the California Diqgital Library

University of California


https://escholarship.org/uc/item/0tz47419
https://escholarship.org
http://www.cdlib.org/

UNIVERSITY OF CALIFORNIA

Los Angeles

Telecollaboration and Students’ Language Learning Attitudes

in a Dual Immersion Program

A thesis submitted in partial satisfaction
of the requirements for the degree Master of Education

in Human Development & Psychology

Zhang Junyao

2021



© Copyright by

Zhang Junyao

2021



ABSTRACT OF THE THESIS

Telecollaboration and Students’ Language Learning Attitudes

in a Dual Immersion Program

Zhang Junyao

Master of Education in Human Development & Psychology
University of California, Los Angeles, 2021
Professor Alison Bailey, Chair
In recent years, the number of bilingual or emergent bilingual children in California has
risen accompanied by greater enrollment in Dual Language Immersion (DLI) programs
which offer instruction in two languages. DLI programs in the United States aim to help
children develop bilingualism and multiculturalism. However, students enrolled in DLI
programs do not always have positive attitudes towards language learning, potentially
impeding the language-learning process (Lee & Jeong, 2013). Telecollaborative
language-learning interventions have newly-emerged as a way of improving students’
attitudes towards language learning, showing increased willingness to use the target
language and exploring the culture in non-academic settings. However, most of the

telecollaboration language learning studies were conducted with college students,



especially those who majored in language or would be trained as future teachers. Little
work has investigated telecollaborative language learning for use with elementary
school students in DLI programs, limiting our understanding of how telecollaborative
language learning applies to children. Therefore, this small-scale, mixed-methods study
examined the effects of telecollaborative language learning on DLI students’ language
learning and culture exploration attitudes. In this study, the e-tandem model was applied
explanatorily to help seven English-Chinese DLI students make connections with peers
in China. However, few changes to language learning or in attitudes were observed in
the study, and thus possible improvement of the e-tandem intervention is discussed so
that DLI students may gain more from telecollaborative language learning interventions
in the future.

Keywords: Dual Language Immersion program, bilingual children, elementary
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Telecollaboration and Students' Language Learning Attitudes in a Dual

Immersion Program

Dual Language Immersion (DLI) programs are an effective way of acquiring a
second language (L2) for students both from English-only families or non-native
English families (Sauceda, et al., 2014; Steele, et al., 2017). The aims of DLI programs
include improving students’ language proficiency as well as promoting their
willingness to explore the target language’s culture and use the target language outside
their classrooms (Alanis, & Rodriguez, 2008). However, some students have limited
access to the target language in environments outside the classroom, limiting their
exposure and willingness to engage with the target language (Lee & Jeong, 2013). At
the same time, not all children in DLI programs demonstrate positive attitudes towards
language learning, and as a result their intention to acquire a L2 could be thwarted
(Ajzen,1991).

People might presume that DLI programs have been successful in achieving their
goals, however, it is not necessarily the case (Lee & Jeong, 2013). Since students from
English-native families do not always have the partner language in their environments
outside the classroom, students can lack a willingness to explore the target language
culture and use the program partner or target language outside the classroom (Leung et
al., 2018). Also, although half of the children in DLI Chinese-English program would
be native Chinese speakers, they don’t necessarily interact with their English native
peers in non-academic settings using Chinese, for example, during recess or lunch time
(Lee & Jeong, 2012). Therefore, interventions which can provide DLI students access
to the target language outside the classroom may increase their interests towards the

target language. One such method, telecollaborative language learning has been



suggested as a digital accompaniment to traditional classroom experiences, although
little work has investigated its use in elementary schools.

Telecollaborative language learning has had recent success in helping college
students with their language acquisition process (Luo & Yang, 2018). Telecollaborative
language learning is a way of incorporating language learning process with culture:
students will be able to make connections with those who are native speakers of the
target language and learn about their life experience. Through telecollaborative
language learning, students in Two-Way DLI programs can setup connections with
students whose native language is the DLI program target language in non-academic
settings, and thus increase or extend their exposure to the target language and culture,
which may potentially improve attitudes towards learning the target language (Viberg,
& Gronlund, 2013). Furthermore, telecollaborative language learning can provide
students with a sense of agency which also makes attitudes towards language learning
more positive (Kohn, & Hoffstaedter, 2017; Qian, & Mccormick, 2012). Although
studies have demonstrated that telecollaborative learning can increase college students’
positive attitudes towards L2use and overall language acquisition, little to no work has
investigated the use of telecollaborative language learning in school-aged children
developing dual language skills. Thus, our understanding of how it can be applied to
children’s language acquisition is still limited. This has implications for considering
telecollaborative language learning as an intervention for DLI students to promote
positive attitudes towards the target or L2 learning process.

Therefore, the purpose of this study is to examine the influence telecollaborative
language learning might pose on DLI students’ attitudes towards language learning.
Both quantitative and qualitative methodologies are used to assess student attitudes

towards language learning in the context of an elementary school DLI program.



Understanding the effect of telecollaborative language learning on young student

attitudes towards L2 use will provide a possible solution for improving DLI students’

language learning attitudes and thus help DLI programs to achieve their aims.
Literature Review

Language Learning Attitudes

Attitudes are a set of beliefs, emotions and behaviors towards a particular
experience, person, and events (Perloft, 2017). In this study, I focused on how DLI
students’ beliefs, emotions and behaviors towards language learning are changed by
telecollaborative language learning.

In this study, I measured three aspects of attitudes. One is the actual participation,
that is the frequency and duration of activities using Mandarin, activities related to
Chinese culture and interaction with the Chinese students. Another is the emotion
responses participants have towards the activities they participate in, for instance, if
they like the activities (positive), do not have specific feelings about them (neutral), or
dislike the activities (negative). The third one is their belief about bilingualism and
biculturalism. They will be asked about their point of view about being bilingual at the
beginning and the end of the study to see if they have formed their own opinion about
it and if their opinions have changed through the study.

Attitudes are an important predictor of intentions (Ajzen, 1991). Therefore, to help
the DLI students develop bilingualism and multiculturalism, we need to change their
emotions and beliefs about language learning, and gradually change their behaviors.
Dual Language Immersion (DLI) Programs

Some immigrant families chose DLI programs as a way of helping their children
to acquire English so that their children can thrive in the U.S.; but English only families

also have their children participating in Two-Way DLI programs to acquire a L2.



Students from minority and/or non-English heritage families (e.g., Asian American,
Latina/o/x, etc.) may also join the DLI programs to acquire their heritage language or
in some cases a third or more language (Porter, 2018).

DLI programs are set to help students to develop multilingualism (Alanis, &
Rodriguez, 2008) and multiculturalism (Steele, et al., 2018), which would help them to
have better competence in working place in the future, and have a more open mind to
other cultures in the world. In Two-Way models of DLI programs, usually students have
half of the class time or half of the day (or alternate days/weeks) in English, and the
other half of the time, they have classes in another language such as Spanish and French,
and in this study, Mandarin (Steele, et al., 2017). Another key feature of a DLI program
is that approximately equal numbers of proficient speakers of each of the program
languages are enrolled to serve as linguistic models for one another (Bailey, 2020;
Bailey & Osipova, 2016).

It is usually presumed that students in a DLI program should be interested in
language learning as well as the target language’s culture. However, this is not always
the case. Lee and Jeong (2013) found that students in DLI programs do not always have
positive attitudes towards language learning, and for those who lack target language
input outside the classroom (students from English-only families or students trying to
acquire a heritage language not frequently spoken at home), the situation is even worse.
Although some students are proud that they can speak more than one language, they do
not always identify themselves as emergent bilinguals/multilinguals (Leung,
Uchikoshi, & Tong, 2018). In these studies, when asked about their opinion about being
a bilingual or emergent bilingual, students sometimes would say ‘my parents want me
to’ or ‘my parents said...’, which makes the researchers doubt: are they really willing

to be a bilingual or have their parents decided for them? What’s worse, some students



may express that they are having a hard time acquiring the language, and thus may have
negative feelings towards language learning (Valdés, 1997).

But why does this happen? Researchers propose that this might be due to student
lack of exposure to the target language’s culture and target language input in daily life
(Leung, et al, 2018; Lee & Jeong, 2013). According to Porter (2018), in the U.S., there
are a large portion of DLI students who come from English-native families or trying to
acquire their heritage language through DLI program, which means their families are
not able or have limit ability to provide them with the target language input outside the
classroom. Therefore, intervention is needed for these DLI students to have target
language input outside the classroom and to also help them be in touch with the target
language’s culture. This would not only help them with improving attitudes toward the
target language and culture, but would also be beneficial for their language acquisition
outcomes as well (Belz & Thorne, 2006; Chun, 2008; Lomicka, 2006; Lawrence, 2013;
Hauck & Youngs, 2008). One proposed method for increasing target language input
outside the classroom is through telecollaborative language learning, which effectively
connects people with different languages from around globe.

Telecollaborative Language Learning'

Telecollaborative language learning is a method of learning language through
online interaction with native speakers (Luo & Yang, 2018). According to sociocultural
language learning theory, language learning is an interaction with social and cultural
factors (Vygotsky, 1987). Studies have shown this way of learning language would not
only provide the students with interaction and connection with the target language’s
culture, but also would be possible for them to create their own online community

culture (Viberg, & Gronlund, 2013). Von der Emde and colleagues (2001) find that

! Besides the benefits it could bring to language learning attitudes, telecollaborative language learning is also
advantageous for language learning outcomes (Luo & Yang, 2018).



telecollaboration can also cultivate open-mindedness, and is beneficial for developing
higher order thinking skills. Also, telecollaborative language learning is renowned for
the agency and the social support it provides language learners (Qian, & McCormick,
2012).

Moreover, studies in this field have interesting results: for example, for college
students, although telecollaborative language learning may improve student attitudes
towards language learning online, it might not be beneficial for their in-classroom
language learning attitudes (Kohn, & Hoffstaedter, 2017). In other words, the
telecollaborative language learning is ‘too’ interesting that it makes ordinary in-class
language learning seems dull. These findings show that attitude changes are more
complicated than we might think. Therefore, attention should be paid to language-
learning attitudes and how these could be influenced by telecollaborative language
learning.

In this study, seven English-speaking DLI students (six Chinese heritage speakers
and one Chinese L2 speaker) had interactions with Chinese students outside their
classroom during summer vacation, and they were the support for each other. Social
support was expected to improve language learners’ attitudes towards language learning
as well as improve their study outcomes (Luo & Yang, 2018). Therefore,
telecollaboration might serve as a good intervention for improving DLI student’s
attitudes towards language learning.

Telecollaborative language learning does not only bring attitudinal changes, it also
brings improvement in language learning outcomes. The approach has been proven to
improve L2 pragmatic competence (the ability to use the language; Belz & Kinginger,
2002, 2003; Belz & Vyatkina, 2005; Cunningham, 2016), grammatical competence (the

ability to use grammar correctly; Brammerts, 1996; Lee, 2002), lexical capacity (the



ability to use words correctly; Dussias, 2006) and oral speaking skills (Abrams, 2003,
Blake, 2000). Telecollaborative language learning can be a very effective way of
helping DLI students to develop multilingualism as well as arousing their interest in the
target language’s culture.

Grounded Theory

This study drew on theory regarding both telecollaborative influence on language
learning and sociocultural influences on language learning. There are two models of
telecollaborative language learning: 1) the e-tandem model, and 2) the intercultural
model (O’Dowd, 2016a). The e-tandem model focuses only on language exchange,
usually through online individual interactions like pen-pal-ships and video chatting;
while the intercultural model focuses more on language and cultural exchange and is
more often group interactions where teachers are present to give guidance (Thorne,
2003, 2010). Also, Luo and Yang (2018) stressed the function of teachers in the
intercultural model. However, although in the intercultural model teachers are more
involved in the activities, for example designing tasks and projects, supervising, and
coordinating the online interactions, and guiding in-class discussions and reflections on
the online exchange, they are not the main actors in the interaction; students are.

As for the e-tandem model, which is the model applied in this study, more agency
is given to the students (O’Dowd, 2016a). In this study, English-native student whose
target language is Mandarin would be assigned with another Mandarin-native student
whose target language is English and conduct language exchange in the form of email.
They could form their own topics of the language exchange, and thus having more
agency. Also, unlike intercultural model, more involvement of parents would be needed
to better support the language learning of their children. Parent participation is an

important factor in virtual learning, especially for elementary students (Welch, 2015).



Therefore, it would be plausible for us to presume that parent participation would also
be a prominent factor greatly influence the process and outcomes of the
telecollaboration language learning.

Sociocultural Language Learning Theory

Proposed by Vygotsky (1987), sociocultural theory stresses that learning is a
process done in the setting of society and culture, and that learning happens in the
process of interaction. Language is heavily culture dependent. This means that one
might not completely master a language unless one understands the culture in which it
is embedded. On the other hand, acquisition of language may be prerequisite for the
understanding and appreciation of a culture. To understand culture, one of the best ways
for language learners is to interact with native speakers who are deeply influenced by
their own culture, and thus can pass it on consciously or unconsciously.

In the past, it is very hard for language learners to have interaction with native
speakers, but in an era of internet, and with the help of telecollaborative language
learning, it becomes much easier. Therefore, telecollaborative language learning
provides opportunities for students to interact with others and thus learn the language
they want to acquire through interactions with the target language’s culture.
Significance

The field of telecollaborative language learning has generated a lot of studies,
especially in Europe, and most of them with college students (Helm, 2015; Miiller-
Hartmann, 2006). Most of the studies are conducted between different European
countries, such as the Netherlands, Spain, Germany, etc. (Little, 2016). However, there
are few studies conducted on learning Chinese as a second language (LCSL) with
telecollaborative language learning (Luo & Yang, 2018). As a language used by at least

1.4 billion people in the world, Chinese is becoming more and more prevalent in the



world. There are 10 schools in Los Angeles Unified School District providing their
students with Mandarin/English DLI programming, not an astonishing number but
growing (LAUSD, 2019). The number of people acquiring Chinese as their L2 in the
U.S. is also rising, especially among young children (Thomas, 2017). Therefore, LCSL
with telecollaborative language learning is a field which should not be ignored.

Also, for most studies concerning telecollaborative language learning, the
participants are usually young adults, specifically, college students (Helm, 2015). While
some attention in the field has been transported to secondary education students (Belz
& Kinginger, 2002), only a few studies have been conducted with elementary school-
aged students (Jauregi & Melchor-Couto, 2018; Austin et al., 2017). However, it is
known that to learn a language, it would be best to start at an early age, and this is part
of the reasons why elementary schools are providing their students with DLI programs
(Alanis & Rodriguez, 2008). The populations of immigrant children and emergent
bilingual children in the U.S are rising in recent years (Thomas, 2017). Many young
children are acquiring a second even third language to develop multilingualism, and to
prepare for their future educational and career opportunities (Alanis & Rodriguez,
2008). Therefore, it would be important to learn whether telecollaborative language
learning can be an effective method to help improve the language-learning attitudes of
elementary school-aged students. In this study, a conjecture map was applied to present
the process of the intervention. What I expected the students to do as their task is to
participate in a language exchange with Mandarin native peers, and I hoped that they
could develop more positive attitudes towards the target language and culture. Their
emails and all other observable interactions would be regarded as a presentation of their

language exchange process. See figure 1 for more information.



ecollaboration online learning

Motivation and er
:ihl_l ull'l ]_]b'-‘ T

The Language

Intention: part

Lcal‘llillg _&ttitudcs sive practices: in their intension of usin hu.'.1rt;-11'gntlr1n.-‘-.;11- 'Tl.:.

of Students in Dual
Language

Immersion (DLI)
Program

Embodiment Outcome

Figure 1 Conjecture map of the study
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Research Questions

Attitudes towards language learning were assessed by weekly interviews with

participating students. Student activities were quantified to describe in what ways and

how frequently students are engaging in second language use outside the classroom.

Descriptive analyses were used to assess the effect of telecollaborative language

learning on student attitudes. This project was guided by the following research

questions:

1)

2)

How does telecollaborative language learning influence elementary school DLI
students’ willingness to use Mandarin outside the classroom? And what are
students’ feelings about usage?

For this research question, I expected that telecollaborative language learning
would bring a positive influence on elementary school DLI students’
willingness to use Mandarin outside the classroom, such that students would
demonstrate higher frequency of use and also greater diversity in activities in
which Mandarin is used, especially for literacy activities. I also expected that
their feelings towards these activities would also be more positive after their
participation of the study.

How does telecollaborative language learning influence elementary school DLI
students’ willingness to explore the target language’s culture? And what are the
students’ feeling towards Chinese culture?

Based on current literature, I expect that telecollaborative language learning
would bring positive influence on elementary school DLI students’ willingness
to explore Chinese culture, which means they might demonstrate higher
frequency and greater diversity in activities related to Chinese culture. I also

expect that their feelings towards these activities would also be more positive
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after their participation of the study.

3) How do elementary school DLI students’ preference for and feelings about
telecollaborative language learning intervention change over the course of the
study?

Elementary school DLI students may have positive feelings towards
telecollaborative language learning intervention by the end of the study. During
the process, they might spend more time on telecollaborative language learning

gradually, and would be likely to extend their pen-pal-ship after the study.

Method
Participants
Seven students from a Mandarin/English Dual Language Immersion (DLI)
program in a U.S. public elementary school participated in the study. The students from

the U.S. school came from families which provide their children with limited or no

access to Mandarin home input. Six of the U.S. students come from Chinese heritage
families and one U.S. students come from a Latinx family background. Seven students
from China matched on same age group and gender were involved in the study but they
are not from DLI programs but they had been exposed to three to five years of English
language learning. The Chinese students are included only as the telecollaborative
partners for the U.S. students in this study only. I did not collect data from them. The
students (both Chinese or American nationals) are around the age of 8-10. See Table 1
for U.S. participants’ gender and language backgrounds. More specifically, the family
language policies of the U.S. students were quite complex and variable: For the
Mandarin heritage speakers, Amy’s parents spoke Mandarin and English with her, but

she is reluctant to speak Mandarin with them; Alice and Andy were more willing to use
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Mandarin with their families, but not in other settings (e.g., school). Angel and Angela,
and Anthony are 3rd generation immigrants, their parents don’t speak their heritage
language with them, but only use the heritage language when communicating with the

students’ grandparents.

Table 1. Language and gender information for U.S. participants

Name Gender Language background Family language policy
Amy Female Mandarin heritage speaker Both Mandarin and English at home
Alice Female Mandarin heritage speaker Both Mandarin and English at home
Andy Male Mandarin heritage speaker Both Mandarin and English at home
Andrew  Male Spanish heritage speaker Both Spanish and English at home
Angela Female Cantonese heritage speaker ~ English at home
Angel Female Cantonese heritage speaker  English at home
Anthony Male Taiwanese heritage speaker ~ English at home

Procedures

Intervention. In this study, the e-tandem model of telecollaboration is applied as
an intervention designed for DLI program. However, small changes were made to help
students set up cultural exchanges between them. For example, tips and/or prompts
about culture and life events were provided to students every week, and they were
encouraged to organize their interaction around these tips and prompts (for example
festivals like Thanksgiving, Mid-Autumn Festival etc., and life events, such as how do
you feel during the COVID-19 period, what do you learn in school, what games you
usually play etc.).

Students from both countries were randomly assigned into seven dyads (One
Chinese student and One U.S. student for each dyad, same gender) and be penpals with
each other for a duration of ten weeks, ten minutes per week. Participants were asked
to write to each other at least one time a week through e-mail. Both groups of students
were encouraged to write about their own life and culture in their e-mails in simple

English (U.S. students)/Mandarin (Chinese students). Every week, a prompt (for
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example festivals like Thanksgiving, Mid-Autumn Festival etc., and life events, such
as how do you feel during the COVID-19 period, what do you learn in school, what
games you usually play etc.) was given to the students via email, and thus they could
write their email based on the prompt, and they were also encouraged to develop their
own topics (such as how they spend their summer, what movies do they like etc.). Also,
students were encouraged to ask for clarification whenever they were confused by the
language the other student in the dyad used, and to express their opinions freely.

Data collection. U.S. students were interviewed at the beginning of the study and
every week following on their attitudes towards language learning by the end of the
week. Each interview lasted approximately ten minutes and occurred on Fridays so that
they could have enough time to interact with their penpals during the preceding week
days (the content of their email exchanges was confidential and not collected and
analyzed). Their parents would also be interviewed on their observation of their
children’s change in attitudes and behavior of language learning at the beginning and
the end of the study. The interviews were conducted through an online platform (Zoom
and WeChat) and audio-recorded for later transcription. Transcription of each student
interview was conducted manually and occurred within three days of collection in order
to maximize retention of information.

Observation notes were also made during the interviews and included in the
transcripts. In the notes, I wrote about my observations of the interviewees’
emotional/affective reactions, for instance their facial expressions, tone of voice,
gestures, and body language. Also, I noted the adjectives, adverbs, and other words the
interviewees used during the interview which have strong emotion tendency (for
example very negative or positive).

Measures

14



Student measures. In this study, several constructs were measured: 1) willingness
to use Mandarin outside the classroom; 2) willingness to explore Chinese culture
outside their classroom; 3) preference for telecollaborative language learning.

To operationalize the constructs, I 1) measured the amount of time they reported
using Mandarin outside their classroom, and if these activities are related to literacy,
and the themes of these activities, as well as their feelings towards these language use
activities from their facial expression and affect when discussing these activities.; 2)
measured the amount of time they reported spending on Chinese culture-related
activities, and the themes of these activities, as well as their feelings towards these
cultural activities from their facial expression and affect when discussing these
activities.; 3) measured the amount of time they mentioned their positive/negative
attitudes towards telecollaborative language learning intervention, and themes that
arose from their interactions (e.g., if they wanted to keep their penpal after the
intervention).

Parent measures. Parent participation or involvement was also measured based
on the observations of the interviewer: namely, how frequently the parent was present
during the student interviews, and if they were communicating directly with me during
the interview. Parents were also given per- and post- intervention interviews to collect
their opinions about the intervention. In these interviews, they were also asked if the
students actively involved them in the process of language exchange, for example if
they were providing help for students reading and writing the email and/or if they talked
with students about the content of their emails.

Instruments
To measure the first four student-centered constructs mentioned above, the

following questions, which were adapted from Lee and Jeong’s (2013) study with
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Korean-English elementary school DLI students, were used as a template to guide the

semi-structured interviews.

The following questions were used as a template to guide the semi-structured

interviews for students before and after the intervention implementation:

Do you want to be bilingual? Why? What do your parents think about being

bilingual? What do you think about being bilingual?

Do you think you should know how to read and write in Chinese (Mandarin),
or is just knowing how to speak it enough? Why is literacy in Chinese (not)

important to you?
Do you want to attend a DLI program again next year? Why?

Do you usually use Mandarin outside your classroom? Name your three
favorite and three least favorite activities you do in Chinese (Mandarin), for

example looking up words in dictionary or using it online.

Do you usually have activities related to Chinese culture outside your
classroom? Please tell me about some of them? For example, celebrating
Chinese festivals or playing typical Chinese games. Tell me about a time you

did XYZ.

The following questions were used as a template to guide the semi-structured

interview for participants during the 10-week interview session:

How many hours do you spend on activities using Mandarin pre day besides

your interaction with your Chinese pen pal?

How many hours do you spend on activities involving reading and writing

Mandarin pre day besides your interaction with your Chinese pen pal?

What activities do you have using Mandarin in the past week? Name as many

16



as you can. Do you like these activities? Why?

How many hours do you spend on activities related to Chinese culture pre day

besides your interaction with your Chinese pen pal?

What activities do you have related to Chinese culture in the past week? Name

as many as you can. Do you like these activities? Why?

How many hours do you spend on interaction with your Chinese pen pal in the

past week?

What did you talk about during your interaction? Did you talk about other

thing besides the prompts I gave you?
Do you like the interaction? Why?

Which one do you prefer? In-class study or interaction with your Chinese pen

pal?

The following questions were used as a template to guide the semi-structured

interview for parents before and after the intervention implementation. The answer for

these interviews were used as reference to provide some background information to

establish a deeper understanding of participants’ attitudes towards language learning:

Do you think your child wants to be bilingual and why?

Do you observe any activities your child doing outside their classroom using
Mandarin or related to Chinese culture? What kind of activities are those?

When doing these activities, do they also want you to be involved?

How often do you observe your child read and/or write in Chinese outside the

classroom? If observed, what is s/he reading and/or writing?

Do you usually talk about the language exchange with your child(ren)? (only

in post-intervention interview)
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@® How do you feel about the language exchange intervention? Do you have any
suggestion for latter activities like this? (only in post-intervention interview)
Analytic Plan
Table 2 provides overview of the quantitative and qualitative analytical approaches
for each of the three research questions and what student and parent data contributed to
each.

Table 2. Overview of research questions and analytical approaches

Quantitative

Qualitative

RQ1: How does
telecollaborative language
learning influence
elementary school DLI
students’ willingness to use
the target language outside
the classroom? And what
are students’ feelings about
usage?

RQ2: How does
telecollaborative language
learning influence
elementary school DLI
students’ willingness to
explore the target

language’s culture? And
what are students’ feelings
about Chinese culture?

Student interviews: How
many hours do you spend
on activities using
Mandarin pre day besides
your interaction with your
Chinese pen pal?

How many hours do you
spend on activities
involving reading and
writing Mandarin pre day
besides your interaction
with your Chinese pen pal?

Student interviews: How
many hours do you spend
on activities related to
Chinese culture pre day
besides your interaction
with your Chinese pen pal?

18

Student interviews: What
activities do you have using
Mandarin in the past week?
Name as many as you can.

Do you like to have
activities using Mandarin?
Why?

Parent interviews: Do you
think your children are more
willing to use Mandarin
with you?

Student observations: Are
they showing positive facial
expression when talking
about the Mandarin usage
activities?

Student interviews: What
activities do you have
related to Chinese culture in
the past week? Name as
many as you can.

Do you like activities
related to Chinese culture?
Why?

Parent interviews: Do you
see your children involve in
more  Chinese culture-
related activities? Do they
want you to be involved as
well?

Student observations: Are
they showing positive facial
expression when talking
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about  Chinese
activities?

cultural



Table 2. Overview of research questions and analytical approaches

Quantitative Qualitative

RQ3: Do clementary Student interviews: Did Student interviews: What
school DLI students’ you receive/send your would you like to talk about

preference for and feelings email for the last week? during your interaction?

about telecollaborative Do you like the interaction?

language learning Why?

intervention changed over Parent interviews: How do

the course of the study? you think about this
intervention?

Student observations: Are
they showing positive facial
expression when talking
about the language
exchange intervention?

(continued)

Analyses of RQ1: Language usage outside the classroom and feelings about
this. To address RQI, I reported the number of activities, and the amount of time they
spend on them (counted by hour), and themes of activities they have in the past week
using Mandarin in general, but individual data was given through charts. I also
categorized these activities according to which form of language the students are using,
for example reading, writing, speaking, and listening. The number of activities they had
for every week were analyzed, and the number and proportion of activities fall into
different categories were also presented in descriptive data to see if there are any
changes. Special attention was paid to literacy activities (writing and reading).
Histograms for each dyad showing these changes are presented in result as well.
Descriptive differences among dyads are also reported.

For the qualitative analysis, I first transcribed the interviews verbatim. I paid
attention to the content and themes of their Mandarin usage activities by adding notes
to NVivo (QSR International, 2020) to capture these aspects in the transcripts. The
coding was only conducted with the transcript, but I referred to my observation notes

and transcripts for the students’ emotions and tone when they mention these activities
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for their affective responses to these activities. During the analysis, I focused on their
tone and the language they used when they speaking about their experience: whether
it’s positive, neutral, or negative. When doing the analysis, special attention was paid
to adjectives and/or adverbs to describe the activities they are having. Also, I focused
on their language used to express their feeling (for example ‘I don’t like it’, ‘I feel okay’
or ‘I really like it’) and if they are giving reasons for their preference.

Analyses of RQ2: Culture-related activities outside the classroom and feelings
about these. To address RQ2, I reported the number of activities, and the amount of
time they spent on them (counted by hour), and type of activities (reading Chinese
poetry in either language; playing Chinese traditional games; celebrating Chinese
traditional festivals etc.) they had in the past week related to Chinese culture. The
amount of time they spend on these activities were presented, and the number and
proportion of activities of different types (discerned according to the themes of the
activities) were also be presented as a form to see if there are any changes. Table
showing these changes was presented in the results as well. Differences between dyads
would also be reported by presenting the descriptive data for each dyad.

For the qualitative analysis, I paid attention to the content and themes of their
Chinese culture relevant activities adding notes into the transcripts in NVivo. I also
referred to my observation notes for their emotions and tone when the students mention
these activities to see if there are any changes in their affective responses towards
culture-related activities. During the analysis, I focused on their tone and the language
they used when they speaking about their experience: whether their comments it’s
positive, neutral, or negative. When doing the analysis, special attention was paid to
adjectives and/or adverbs to describe the activities they are having. Also, I focused on

their language used to express their feeling (for example ‘I don’t like it’, ‘I feel okay’
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or ‘I really like it”) and if they were providing reasons for their preference.

Analysis of RQ3: Engagement in the intervention and feelings towards it. |
report the descriptive, quantitative data of whether students sent and/or received emails
during the ten-week interview session. I present the descriptive data for every dyad to
compare the differences between them. For the qualitative analysis, I reported the
content/topic of their interaction for that week, and compared them with the prompts I
gave that week. Using NVivo, I also examined the transcripts and noted the students’
emotions and tone when they mention these interactions to see if their affective
responses have changed during the process. During the analysis, I focused on their tone
and language they used when they speaking about their preferences for experiences:
whether it’s positive, neutral, or negative. When doing the analysis, special attention
was paid to adjectives and/or adverbs to describe their activities. Also, I focused on
their language used to express their feelings (for example ‘I don’t like it’, ‘I feel okay’

or ‘I really like it”) and if they were giving reasons for their preferences.

Results

In this section, I presented the findings obtained from the interview with the seven
U.S. students during the ten-week session. I organize the section by research questions
discussing amount, types and feelings related to Mandarin usage and Chinese culture,
as well as students’ overall impressions of the intervention.
Mandarin using activities

Amount of time spent on Mandarin using: no great increase in Mandarin usage
was observed from the interview. And although there are some students spend more
time using Mandarin, this change may not be caused by language exchange

intervention. For instance, while I was having the interviews with the students, their
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parents were sometimes present, and heard what I said during the interview. Some of
them later told me that they thought that giving their children more Mandarin using
activities would be a great idea, and thus they carried it out. What should also be noted
is that most of the Mandarin-using activities students participated in focused on
language acquisition, i.e. learning Chinese characters, doing translating on apps etc.,
and they did them not for interest purpose but for acquiring Mandarin. Meanwhile,
some of them showed that they are forced to have these activities by their parents. For
example, Andy thought his summer camp is a waste of time because he was only
reviewing what he had learned but not learning anything, however, he attended it
nonetheless.

See Table 3 for time students spent on Mandarin usage during the 10-week session.

Types of Mandarin-using activities: Generally speaking three types of Mandarin-
using activities were observed during this ten-week session: 1) speaking with/writing
to family members who only speak Mandarin, 2) learning and/or reviewing the
language (summer camp, language learning app, language learning videos, Chinese
tutor etc.), and 3) watching cartoons or movies with Chinese subtitles/audio. What
should be noted is that some of the activities, e.g. summer camp, are limited to during
the summertime only and so not always freely available to children all year long.
Additionally, most of the activities students mentioned were mediated by their parents,
e.g. hiring a Chinese tutor, deciding to watch Chinese videos, etc.

It should be noted that among all the Mandarin-using activities U.S. children are
having during the 10-week session, literacy activities actually took up a big part. See
Table 3 for types of Mandarin-using activities students have during the ten-week
session.

Feelings/attitudes about Mandarin use: According to the observations I made
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during the interviews, U.S. students’ attitudes towards Mandarin use varies according
to people. Angel and Angela’s attitudes towards Mandarin usage are the most positive
among all participants. When talking about their Chinese tutoring, they were always
smiling, and they were especially happy when talking about the Chinese cartoons
and/or videos their tutor showing them.

Amy, Alice, and Andy’s attitudes are more neutral. For Alice and Andy, most of
their Mandarin usage activities are assigned by their parents. But Andy was smiling and
showed happiness when he was mentioning Mandarin usage activities relevant to his
families. Amy wasn’t having any other Mandarin activities besides talking with her
grandmother. Therefore, she felt that these talks were a part of her daily life, and thus
not really having any attitudes towards the usage.

Andrew and Anthony were not having really positive attitudes towards their
Mandarin usage activities. But their situations were different. Andrew expressed his
lack of chance to use the language: it is hard for him to find resources since he was born
in a Spanish- and English-speaking family, and was not deeply connected to Mandarin
speaking community. The only Mandarin usage activities he had during the ten-week
session is watching Netflix show with Chinese subtitles, and he told me that their
translation wasn’t really make sense, thus he showed lack of interest in these kind of
activities. But he and his mother asked me if I could tell them more ways of using
Mandarin. Anthony, on the other hand, showing negative attitudes because he thought
his Chinese summer camp was dull. He was not feeling negative about the language
usage but the content of his summer camp: when asked about the content of the summer
camp, which is reviewing what he had learned at school, he drawled his words, showing
impatience.

Chinese culture-related activities
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Amount of time spent on Chinese culture-related activities: No great increase
in Chinese culture-related activities was observed from the interview. Even worse,
some students, for example Andrew and Andy, almost had no Chinese culture-related
activities during the 10-week session of the study. But what is interesting is that by the
end of the interview, Andy started to look up for Chinese films which were introduced
to him by his pen pal, and thus this pen-pal-ship helped him in promoting his interests
towards Chinese culture. He also asked the interviewer during the interview about the
musical instrument he did not know before but was introduced to him by his pen pal,
which shows his interests in culture exploration. Although he was not spending much
time on culture-related activities, this change is promising.

See Table 3 for time students spent on Chinese culture-related activities during the
10-week session.

Type of Culture-related activities: Generally speaking, there are two types of
culture-related activities students have during the ten-week session: 1) celebrating
Chinese festivals with family, and 2) watching Chinese show/movie/cartoon or reading
Chinese stories.

It’s interesting that Andrew mentioned to me that even though he wants to have
more Chinese culture-related activities, he does not know how to do it. He is the only
student in this study who are not from Asian American family, and he have complained
to the interviewer during his interview saying he cannot find any culture-related activity
to do. This problem may also exist for other families as well. See Table 3 for types of
Chinese culture related activities students participated in during the 10-week session.

Feelings/attitudes about Chinese culture: Not all students had Chinese culture-
related activities during the ten-week session. Among those having culture-related

activities (Alice, Angel and Angela), Alice’s attitudes were neutral while Angel and
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Angela were more positive. Alice was showing a neutral face when talking about these
activities. But when I mentioned that I read about those stories she read when I was
young, she got more interested and started smiling. Angel and Angela was especially
interested in the Chinese cartoons their tutor showing them, and were really happy to
talk about those videos as well.
Preference for telecollaboration language learning

Amount of emails sent during the 10-week session: Not all students sent emails
every week. This is true for both U.S. and Chinese students. Although this study
originally attempted to compare the amount of time students spent on telecollaborative
language learning, they did not always know how much time they spent on reading and
writing the email. From the result of this, we can see that for those dyads who are
establishing common ground during the ten-week session, more emails interactions
were taking place between them, which means their interests were aroused around their
penpals.

See Table 4 for how many email(s) they got/sent.

Attitudinal results of the language exchange. According to the results of the data
analysis, most of the dyads did not meet the expectations I formally had before the
study was conducted. At the end of the ten-week session, only two out of the seven
dyads who completed the ten-week session said they would like to write to their penpal
later. Two of them said they don’t know, and the other three families said they would
not go on with this penpal-ship. There are four reasons why students don’t want to go
on with the penpal-ship: 1) their penpals are not responding as frequently as they would
like, 2) the new school year is starting and they don’t have time to write emails and read
emails, 3) they previously had penpal-ship experiences and they made their decision

based on past experience, and 4) they have great difficulties reading their penpals’
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email.

However, Anthony, the Taiwanese heritage speaker showed some increase in his
interest towards Chinese culture, but what most interested him was his penpal. In fact,
when asked why he wants to go on with the penpal-ship, he said because he wants to
finally meet his penpal in person one day. Another reason for his growing interest in the
language exchange process is that he found a mutual hobby with his penpal, which led
to increase in the amount of emails sent and received. Also, what should be noted is
that most of the dyads, although they did not show an increase in their interest towards
Chinese culture and learning Mandarin, they did show more interest in their penpals.
By the end of the study, two out of seven dyads regard their penpals as a ‘friend” and
three of them regard their penpals as ‘someone to talk to’.

Topics of email sent and received: Although I gave a topic prompt every week,
students developed their own topics pretty early during the ten-week session. Amy was
the first one to develop her topic with her penpal in week four. All seven dyads
developed their own topics by the end of the ten-week session. There were two types
of topic they developed on their own: 1) daily life events, and 2) shared hobbies.

Feeling/attitudes towards the intervention’s penpals: U.S. students showed
rising interest towards their penpals during the ten-week session, especially those who
want to go on writing with their penpals. Anthony, for example, received an email from
his penpal when having interview with me on Week 9, and he was so excited that he
completely forgot about me and started to read and write back.

Interviewer: Yeah. I am really happy about your change. So for the
last week, did you have any other activities using Chinese?
Anthony: No.

Interviewer: So —
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Anthony: Wait! My penpal said something. (really excited)
(for the following five minutes he was checking emails and writing
back)

Andy, on the other hand, showed disappointment when his penpal didn’t
respond to his emails in Week 6:

Andy: So... What'’s the topic for this week?

Interviewer: Ugh it’s about music. Did you like, write about that
topic?

Andy: Well, last week I talked about my vacation, I forgot what it
was, but I just talked about where I've been and what I do every day.
(paused for a while) He hasn’t responded to me for a while (sounds
very disappointed)

According to their own words, it could be claimed that students are
looking forward to their penpals’ emails. But for some of the students, it
seems that they don’t really care if they received email or not. Angel and
Angela were happy to have the emails, but they felt okay if they didn’t receive
anything. Compared to what Andy showed in his interview, they didn’t show
any disappointment during their interviews even though their penpals were
not as responsive as Andy’s penpal.

Parent participation. Parent participation was measured as observed presence
during the student interviews. Also, as I got some indication of how involved parents
were by whether I needed to remind students to write their emails to their penpals, and
if students reported asking for help from their parents when reading emails. Roughly
speaking, Alice, Andrew and Anthony’s parents were more engaged in the process: they

were always present when their children having interviews, and didn’t usually need me
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to remind them. Moreover, Alice’s mother was helping her with the email. However,
Alice and Andrew’s penpals’ parents were not. On the other hand, Amy’s parent was
not participating a lot in her language exchange process: her mother was not present at
her interviews, and sometimes she needed me to remind her to write emails, but her
grandmother was helping her with her email. But her penpal’s parent did. For other
families, Angel and Angela’s parent was not present very much during their interview,
but they didn’t usually require me to remind them to send their emails. This is also true
for Andy’s parent. However, Angel and Angela’s penpals’ parents are not as involved
as Angel and Angela’s parent were, and not as much as the parents of Andrew and
Alice’s penpals. The parent of Andy’s penpal was really involved in the language
exchange process of his son.

It is interesting that when parents from both sides are participating a lot in the
study, the results of their children’s language exchange would be more prominent.
Anthony is the student who got the best result from the ten-week session: he set up a
friendship with his penpal, and showed increasing interest in Chinese culture. However,
when only one of the students from the dyad has a more engaged parent, the results of
their language exchange were not as desirable compared to the dyads with both
students’ parents involved. This is especially true for Andrew. Although his parent was
really involved (I think his mother was even more interested in the study than him), his
penpal’s parent was not paying attention to the language exchange at all. Without the
involvement of his parent, his penpal only wrote to him four times during the ten-week

session.
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Table 3 Amount of times spent on different types of activities 2

Activities/Name Amy Alice Anthony Andrew Angel Angela Andy
Reading — 12-15 — — — — —
Chinese stories minutes/

Watching
Chinese videos

Celebrating
Chinese
festivals
Communicating
with (extended)
family

Chinese
tutor/summer
camp

Chinese app

None

Missing data

No track of
time/ Week

1,2,3,4,5,
6,7,8,9,10

Week 6, 8, 10
110 minutes/
Week 6; 21
minutes/Week
9

60 minutes/

Week 1, 3, 4,
5,6,7,8,10
Week 2

420 minutes/
Week 5, 6, 7,
8

Week 1, 2, 3,
4,9,10

40 minutes/
Week 4

Week 5, 6, 7,
8, 10

Week 1, 2, 3,
9

10 minutes/
Week 4, 5; 30
minutes/
Week 9

90 minutes/
Week 1, 2, 3,
4,5,6,7,8,9,
10

10 minutes/
Week 4, 5; 30
minutes/
Week 9

90 minutes/
Week 1, 2, 3,
4,5,6,7,8,9,
10

70 minutes/
Week 4, 5, 6

90 minutes/
Week 2

No track of
time/ Week 1;
10
minutes/Week
5,6,7,8

140 minutes/
Week 7, 8, 9,
10

Week 3

2 Bold denotes time spent on culture-related activities.
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Table 4 Amount of emails sent and received

Amy Alice Anthony Andrew Angela Angel Andy
Sending one Week 2,7,8 Week1,3,5, Weekl, 2,3, Week1,4,6, Week 1,2,3, Week3,5,6, Week 2, 4,5,
email 8 4,5,6,7,8 7,8 5,6,7,8 8, 10 6,7,9,10
Sending two _ — Week 9,10 __ _ _ Week 8

email

Not sending Week 1, 3,4, Week 4, 6, 7, Week 2, 3,5, Week4,9, Week1, 2,4, Weekl

email 5,6,9,10 9,10 10 10 7,9

Receiving one  Week 2, 3,5, Week 1,4,8, Week 1, 2,3, Week4, 5,6, Week 1, 2,3, Week 1, 3,8, Week 2, 4,7,
email 6,7,8 9 4,5,6,7 10 5,6,8 10 8,9,10
Receiving two _ Week 9,10 __ _ _ _

email

Not receiving Week 1,4,9, Week 3,5,6, Week 8 Week 1,2,3, Week4,7,9, Week2,4,5, Weekl, 5,6
email 10 7,10 7,8 10 6,7,9

Missing data _ Week?2 _ Week 9 _ _ Week 3
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Discussion

Conjuncture map

In this study, the usage of conjuncture map provides a clear view of the process of
the intervention. This study points out possible ways to improve current conjuncture
map. More emphasis should be given to artifacts produced by participants. Not only the
content of their email could be regarded participants’ artifacts, the common ground they
built through their emailing process can also be considered as artifacts. Moreover, for
future studies focusing on elementary school students’ e-tandem model
telecollaboration language learning, not only students should be considered
participants, their parents and teachers should also be an important part of the
intervention.
Future studies

This study has inspired a lot of new elements which should be heeded by future
studies. First, documentation of parent participation should be expanded and considered
more centrally in future intervention designs. From the analysis of the interviews, I
found that three out of the seven U.S. students sometimes ‘forgot to write back’, and
they needed me (facilitator) or parents to remind them about writing the email. Also, at
least five participants said they sometimes need help from parents or online translators
to understand the emails. For example, Amy said she was asking for help from her
grandmother when reading the email, and she was not the only one asking for help from
a parent: Alice sometimes asked for help from her mother, too; Andrew, admitted that
he sometimes used an online translator when it was hard for him to understand because
his parents don’t read in Chinese. Furthermore, from the analysis of the interviews, I
found that different levels of parent participation tend to lead to different results for

telecollaborative language learning. With higher parent participation, students tend to

32



gain more from this ten-week session. But parent participation is not always good for
students’ cultivation of interest in their penpals as well as the language and culture. For
example, if parents for students in the same dyad participated differently in the language
exchange, it might not be helpful for their children to gain improvement from this
intervention: Alice’s parent participated a lot in her language learning and exchange
process, but her penpal’s parent did not, and thus she was unsatisfied with the frequency
of her penpal responding to her email, which led to her refusal to continue in the penpal-
ship after the study concluded. Therefore, future studies might focus on in which ways
parent participation can contribute most to students’ increase in their interest towards
language learning and culture exploration.

Second, not only parent participation should be taken into account, but also teacher
participation should be minded in future study. Teachers, while serving as a coordinator,
should also help students with setting up their topics. In this study, I gave prompt so
that students have something to write in their emails, however, to elicit the interests of
the students, more individualized topic prompt should be given to each dyad. For
instance, if both students in one dyad like watching movies, prompt relevant to movies
might be better compared to prompt about painting or books etc. Therefore, prompts
should be tailored to help students find their common ground and start their
conversations and exchange of language and culture based on it.

Third, more help should be offered to help students establish a common ground
between them during the intervention. For example, in future studies, students may not
be randomly assigned into different dyads, but assigned into different dyads based on
their common interests and hobbies. Therefore, they would have more to talk about in
their language exchange from the start of the intervention, and with common ground, it

might be easier for them to explore other topics as well.
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Limitations

This study might not have provided an intense enough language exchange for
students to foster their interest in their penpals, language exchange, language learning,
and culture exploration. Six out of seven dyads had less than 20 emails going back and
forth between them, and the only dyad who had more than 20 emails is Anthony and
his penpal, who had the best outcomes. I expect that if students could learn more about
each other and find shared hobbies or interests with more intense interaction and more
frequent language exchange, it might be helpful for them in reaching the goals of the
intervention, as we see from Anthony. Therefore, it is reasonable to have longer
telecollaborative language learning sessions in future study, so that students would have
more time to develop their common ground, and in that way a greater increase in
students’ interests in language exchange, language learning and culture exploration
might be observed.

This is not the only limitation of this study. There were only seven dyads in this
study, which means the sample group is rather small. And thus, inferential statistical
approaches such as ANOVA were unable to be conducted. Therefore, if it is possible to
have more dyads in the study, not only quantitative analysis can be conducted, but more
data can be acquired and more could be gained through this study.

Moreover, in this study, parent participation was only measured with observation
of presence/non-presence at the student interviews, their interaction with the
interviewer during the parent pre-post interviews, and if they were providing help for
the reading process of the emails. Its relationship with the attitudinal outcomes was not
made clear. It is also understandable that parents don’t all participate in the same way.
For example, some parents didn’t help their children in reading the email because they

don’t read in Chinese. This is especially true for Angel and Angela’s parents, and
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Andrew’s parents. It is also plausible that some parents were not present during the
interview because their children ask them not to be. Parents could also participate by
asking their children about the content of their emails and discuss with them about what
they want to write in their next email, like Angel and Angela’s parents did.

However, considering the importance parent participation had in virtual learning
among young children (Welch, 2015), it is plausible to believe that parent participation
would also be fairly essential for telecollaboration language learning for young children
as well. Therefore, more attention should be paid to parent participation. Therefore, if
parent participation can be more systematically and extensively measured in a future
study, it would be helpful for us to understand the impact of telecollaboration with
school-age children much better.

Conclusion

Telecollaboration language learning can be a good supplement for DLI learning,
for it provides students with a touch of the target language’s culture, as well as
knowledge of the people. In addition, friendships are also formed in the process, which
is beneficial for students’ interest in target language culture exploration and language
learning. However, to fulfill its biggest contribution, many factors should be
considered. Parent participation, establishment of common ground, and intensity of
language exchange are all factors revealed in this study which might impact how young
students experience telecollaboration language learning as an effective supplement to

their primary school DLI education.
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