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Abstract in Norwegian  
 

Læreplanen for engelskfaget i den norske skolen legger vekt på at elevene skal tilegne seg 

muntlige ferdigheter, noe som innebærer å skape mening gjennom å lytte, tale og samtale. De 

siste tiårene har også læreplanen i større grad fokusert på at elever skal utvikle 

kommunikative ferdigheter og strategier som bidrar til effektiv kommunikasjon på 

målspråket. Dette har medført et økt fokus på å legge til rette for autentiske læringssituasjoner 

og språkmøter, hvor elever interagerer i meningsfulle aktiviteter som også kan relaters til livet 

utenfor skolen.  

Koronapandemien som i 2020 førte til nedstengning av landet og digital fjernundervisning ble 

innført i alle de norske skolene. Skiftet til digital undervisning resulterte i at 

kommunikasjonen mellom lærer og elever, og elevene seg mellom, nå tok sted gjennom en 

digital skjerm og ikke ansikt til ansikt slik som i det fysiske klasserommet.  

Denne masteroppgaven tar sikte på å undersøke hvordan engelsklærere i den norske 

videregående skolen opplevede skiftet til en digital undervisningsplattform, og hvorvidt og på 

hvilken måte det digitale undervisningsformatet endret kommunikasjonen i klasserommet, 

lærerrollen og deres utforming av kommunikative oppgaver og aktiviteter. Masteroppgaven er 

et empirisk studie av lærernes rapporterte erfaringer av deres digitale undervisning under 

Koronapandemien. Oppgaven tar i bruk kvalitativ og kvantitativ metode hvor datamaterialet 

er samlet inn gjennom seks semi-strukturerte lærerintervju og en digital spørreundersøkelse.  

Funn fra datainnsamlingen viser at enkelte av engelsklærerne opplevde overgangen til digital 

undervisning som lærerik og givende, mens andre lærere beskriver den som tidkrevende og 

utfordrende. Majoriteten av lærerne viste til at de promoterer muntlige ferdigheter i det 

fysiske klasserommet, men fokuserte i hovedsak på skriftlige ferdigheter i det digitale 

klasserommet. Funn viser videre at lærerne erfarte at det digitale undervisningsformatet førte 

til redusert muntlig elevdeltakse, redusert bruk av non-verbal kommunikasjon og mulighet til 

å observere elevene og gi tilbakemeldinger for å fremme deres språklæring. Lærerne 

rapporterte også at bruk av digitale grupperom førte til økt muntlig elevdeltakelse og 

kamerabruk blant elevene, noe som også gjorde det lettere å promotere elvenes muntlige 

ferdigheter. Alt i alt illustrerer hovedfunn at lærerne opplevde det som mer utfordrende å 

legge til rette for autentiske læringsituasjoner og elevdeltakelse i det digitale klasserommet 

som fremmer elevenes muntlige kommunikative kompetanse.  
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1. INTRODUCTION  

1.1 Topic introduction  

How can teachers facilitate language teaching through online platforms during a global 

pandemic? This is a question that most people did not relate to a little over three years ago, 

but it has since become a field of interest and debate. Towards the end of 2019, the first cases 

of COVID-19 (Coronavirus disease 2019) were detected. Due to the fast spread of the virus, 

the World Health Organization declared a Public Health Emergency of International Concern 

on January 30th 2020, and the virus outbreak was declared as a global pandemic on March 11th 

2020 (World Health Organization, 2020).   

The same day, the Norwegian Directorate of Health presented comprehensive and invasive 

measures to limit the rapid spread of the virus (Statsministerens kontor, 2020). As a 

consequence, schools at all levels were temporarily closed until March 26, and online distance 

teaching was implemented to replace in-school teaching (NOU 2021: 6, 2021). During the 

pandemic, Norwegian schools also used the traffic light model as a guideline for organizing 

the in-person teaching during the pandemic, as an infection prevention measure. This included 

a green, yellow and red level, where the latter suggested a hybrid version of online teaching 

and in-person teaching (Utdanningsdirektoratet, 2020). 

The COVID-19 pandemic affected societies and citizens across the world in many areas. 

Social distancing, lockdown and facemasks were some of the precautionary measures to limit 

the spread of the coronavirus, that overnight changed the way humans interact and 

communicate. As a response to this, many turned to technology mediated communication to 

keep in touch with family and friends. Likewise, educational institutions turned to virtual 

teaching through digital platforms like Zoom and Microsoft Teams (Mheidly et al., 2020).  

The sudden shift from face-to-face teaching to online distance teaching during the COVID-19 

pandemic introduced teachers and students to a new and foreign medium of learning, teaching 

and communicating. The word “emergency remote teaching” (ERT) emerged during the 

pandemic as a reference to teaching that typically would take place in-person, but which is 

transferred to a synchronous online teaching environment as a response to crisis or disease 

(Moorhouse & Kohnke, 2021, p. 281).  
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1.2 Rationale for this present thesis 

This present thesis aims to investigate Norway upper secondary EAL teachers’1 perceptions 

about their experiences related to online teaching during the COVID-19 pandemic. The 

motivation for researching this topic primarily came to mind since I experienced online 

teaching during the pandemic from the student’s perspective, studying at the University of 

Bergen. This made me curious about how teachers experienced the sudden shift to an online 

teaching format. Further, online language teaching during a pandemic is a relatively new 

phenomenon and part of a research field that is still in need of more insights from 

practitioners’ perspectives.  

Teaching through an online teaching platform during a pandemic was a new situation for all 

teachers, despite the fact that digital technology has played a central role in language teaching 

in the Norwegian classrooms in the 21st century. ICT2 has laid the foundation for new didactic 

approaches to language teaching to develop, through enabling students to engage with the 

English language in new and authentic contexts, and has also contributed to facilitating 

student collaboration and interactive language learning (Ørevik, 2020, pp. 165–166). These 

aspects reflect key components of Communicative Language Teaching (CLT) approaches, 

where the main aim is to teach students to communicate by actively using the English 

language, adapting the language to context and to develop their language intelligibility. CLT 

has in many ways shaped the English school subject in Norway, with its focus on facilitating 

student communication through the English language (Rindal, 2020, p. 34) 

CLT integrates all four basic language skills including listening, speaking, reading and 

writing (Skulstad, 2020a, p. 58). Communication is presented as one of the core elements in 

the English subject, where language teaching “shall give the pupils the opportunity to express 

themselves and interact in authentic and practical situations”, and use strategies in both oral 

and written communication (Ministry of Education and Research, 2019d). However, this 

present thesis focuses on oral aspects of language teaching and learning. Oral skills is 

presented as one of the basic skills in the English subject, where students create meaning 

through listening, talking and engaging in different forms of conversation (Ministry of 

Education and Research, 2019a). The thesis also concerns aspects related to oral 

communicative competence, since it includes aspects of non-verbal communication as an 

 
1 EFL (teachers): English as a Foreign Language (teachers). See chapter 1.5 for further explanation. 
2 ICT: Information and Communication Technologies.  
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integral part of oral communication. It also relates to strategies that students develop in order 

to communicate efficiently (Council of Europe, 2001).  

Digital technology can on the one hand facilitate a communicative classroom through 

interactive language learning and authentic language encounters. In accordance with this 

perspective, communicating through online platforms is considered an ideal medium for 

teacher-student communication and facilitation of CLT (Hampel & Hauck, 2004). However, 

the shift to a digital teaching platform may possibly also have changed the dynamics of the 

oral classroom discourse. Along with the transition to ERT, the interaction between students 

and teachers was abruptly transferred online where all communication took place through a 

screen. Given this sudden shift from face-to-face interaction, this thesis will investigate EAL 

teachers’ reported experiences related to whether and how communicating through a screen 

affected the oral classroom communication and their facilitation of CLT focusing on oral 

communicative competence during the pandemic (Skulstad, 2020b, p. 98). In other words, this 

thesis explores the “new” world of online language teaching during COVID-19 – the new 

world of “pandemic didactics”.  

 

1.3 Previous research  

As already addressed in chapter 1.2, since teachers’ online language teaching during a 

pandemic is a relatively recent phenomenon, the research field is somewhat limited. This 

subchapter aims to present previous and relevant research on online language teaching.  

 

1.3.1 Norwegian context  

Learning Loss During the COVID-19 Pandemic and the Impact of Emergency –  

Remote Instruction on First Grade Students’ Writing: A Natural Experiment 

There are mostly international studies relating to the topic of online teaching during the 

pandemic, however there is one previous Norwegian study that is relevant to mention. Skar et 

al. (2022) researched the impact of remote teaching during COVID-19 on first grade 

Norwegian students’ writing quality, handwriting fluency and attitude towards writing. The 

study investigated the impact of the seven weeks long online teaching that took place in the 

period from late January to March 2020. In order to do so, they collected results from a 

writing test and a survey relating to students’ attitudes conducted by first grade students in 

May/June 2019. They then replicated the test after the remote teaching took place. Skar et al. 
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(2022) explain that some, but not all of the students participated in the test before and after the 

remote teaching. The researchers predicted that the remote online teaching would affect the 

students’ writing negatively, due to predictions that the teachers would not utilize the digital 

resources available in the online teaching. Results illustrate that the scores from the 2019 

testing were higher than the scores from the test the students took immediately after the weeks 

of remote teaching. The results thus indicate learning loss related to the students’ writing as a 

consequence of the remote teaching (Skar et al., 2022, p. 1556) 

 

Norwegian students’ experiences of homeschooling during the COVID-19 pandemic  

Mælan et al. (2021) aimed at reporting how Norwegian lower secondary school students’ 

experienced distance learning during the COVID-19 pandemic. The data was collected 

through an online digital questionnaire, which the students responded to in May 2020. The 

questionnaire results are compared with the results of a questionnaire that was conducted at 

the same schools in 2018. Findings from the research show that the students reported that they 

experienced less feedback and support from the teachers during the period of homeschooling. 

The students further reported that they received more written than oral feedback from the 

teachers. One possible explanation for this was, according to Mælan et al. (2021), that written 

feedback might have made it more difficult for the students to ask questions and receive 

further instructions (pp. 16-17).   

 

1.3.2 International context  

Teacher Learning in Difficult Times: Examining Foreign Language Teachers’ Cognitions About 
Online Teaching to Tide Over COVID-19 

Gao and Zhang (2020) conducted three semi-structured interviews with EFL teachers at a 

Chinese University as part of a larger study. They investigated the teachers’ cognitions related 

to their beliefs, thinking and experiences regarding online teaching during COVID-19, and 

how they required ICT literacy during the initial stages of the online teaching. Results from 

the analysis show that the teachers were positive to online EFL teaching since it made it 

possible for them to keep track of and monitor the students’ learning process (Gao & Zhang, 

2020, p. 7). Another reported strength of EFL teaching was that students easily could access 

teaching materials including video files in the online teaching platform (Gao & Zhang, 2020, 

p. 11). Nevertheless, one teacher expressed that online teaching affected the teaching 

efficiency, since the online platforms could not guarantee instantaneous interaction between 
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teacher and students. The students were consequently given more work assigned to do after 

class, enabling the teachers to monitor and give feedback to the students (Gao & Zhang, 2020, 

pp. 7–8). Another key finding is that since the “teacher cannot see every student in online 

teaching, it is more difficult to monitor their learning.” (Gao & Zhang, 2020, p. 8). Because of 

this, the teachers could not observe and supervise the students through non-verbal 

communication like eye-contact, which could possibly result in unsatisfactory learning 

outcomes among the students. One of the teachers also reported that “online class activities 

such as open discussions are inappropriate” which according to the teacher ultimately 

hindered language efficiency in the online classroom (Gao & Zhang, 2020, p. 8). 

 

Communicative Language Teaching (CLT) through Synchronous Online Teaching in English 
Language Preservice Teacher Education 

Previous research on practicing CLT in the online classroom in times of a pandemic is very 

limited, but there is some international educational research that relates to the topic. Hong Ng 

(2020) conducted a study where preservice teachers were trained in the CLT approach in 

online teaching during the COVID-19 pandemic through experiential learning. 15 preservice 

teachers were first introduced to central aspects of CLT, before participating in two CLT 

activities. The CLT activities involved role play activities relating to discussing the topic of 

the COVID-19 pandemic, where parts of the activities were conducted in digital breakout 

booms. Results from a questionnaire that the preservice teachers responded to after the 

activities, indicate that they believe CLT can be taught through online teaching platforms to 

facilitate interactive learning. However, the preservice teacher reported that they preferred 

face-to-face teaching. The study also discusses implications of online CLT for secondary 

school EFL/ESL3 students’ language acquisition. Hong Ng (2020) argues that digital group 

rooms make it more challenging for the teachers to take the role as the facilitator of tasks and 

activities. In face-to-face teaching, the teacher can listen in on the groups and use non-verbal 

cues to indicate that they are observing, however in the digital group rooms the teachers’ 

presence can be experienced as more intrusive. The nature of digital breakout rooms might 

also pose difficulties for the teachers to monitor the students’ language performance related to 

language accuracy (Hong Ng, 2020, p. 69).  

 

 
3 ESL: English as a Second Language.  
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Videoconferencing: Developing Students’ Communicative Competence  

Research on online teaching during the COVID19 pandemic is a relatively recent 

phenomenon. However, there are a great number of studies researching language teaching 

through synchronous digital application, often referred to as computer-mediated 

communication (CMC). Vurdien (2019) researched how video conferencing through Zoom 

can promote students’ development of speaking skills and communicative competence. The 

participants were 30 EFL students at a private language school in Spain who were divided 

into two groups, one experimental group and one control group. The experimental group 

performed a weekly discussion task via Zoom and the latter group performed the task in a 

face-to-face setting. Data was collected through student questionnaires related to their 

experiences from the task performance, through interviews, classroom observations and 

recordings of the online student interactions. Findings indicate that students from both the 

experimental group and the control group “learned how to communicate with their peers by 

using strategies, such as initiating, responding and turn-taking, which are deemed important 

for effective communication to take place” (Vurdien, 2019, p. 286). One of the students who 

interacted through video conferencing explained in the questionnaire that “ ‘it was easy for 

me to follow my partners’ speech by looking at their faces and gestures during the video 

conference’ ”, since videoconferencing enabled them to use paralinguistic cues like body 

language (Vurdien, 2019, p. 287). The control group experienced that they could produce 

instantaneous oral responses to the fellow students in the face-to-face communication. In 

contrast, because of video delay, there was overlapping in the communication that took place 

via Zoom disrupting the natural flow of conversation. All in all, Vurdien (2019) concluded 

that EFL students can develop speaking skills and practice their communicative competence 

through online communication, despite drawbacks that some students addressed regarding 

lack of personal contact (pp. 288-289). 

 

1.3.2 Previous MA theses  

To the best of my knowledge, there have been no Norwegian previous master theses 

researching the teachers’ facilitation of CLT to promote oral communicative competence in 

the virtual classroom during the COVID-19 pandemic. Even so, there are previously 

Norwegian MA theses addressing similar aspects. This subchapter presents in short some of 

the relevant MA theses. 
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Jones (2022) investigated EFL teachers’ use of digital tools in a lower-secondary Norwegian 

classroom, collecting data through an online questionnaire and digital interviews. Results 

indicate that the teachers use digital tools regularly, however it varies how and why the 

teachers implement the digital tools in their language teaching. Digital tools are according to 

the teachers used to develop the students’ oral skills through listening to authentic language 

materials, in accordance with principles related to CLT. The research also reveals that the 

EFL teachers employ digital tools in the form of digital text and E-books since they offer an 

interactive approach to language learning.  

Palm (2022) examined how teaching based on digital tools during the COVID-19 pandemic 

affected students’ English learning, focusing on the EAL teachers’ professional digital 

competence. The data was collected through EFL teacher interviews and a student 

questionnaire distributed to 10th grade students. The thesis also aimed at researching the 

teaching methods employed before, during and after the pandemic and the effect of this on 

students’ learning. Findings indicate that the teachers use digital tools more after the 

pandemic than they did prior. Results also show that the students and teachers experienced 

that students became less orally active during the pandemic. Despite these findings, none of 

the teachers believed that the teaching during lockdown in the COVID-19 pandemic affected 

the students’ overall English language learning. According to the participants, the main reason 

for this is that the EFL classroom is not considered the main source of learning since students 

learn more from movies, documentaries, podcasts et cetera. 

Dahl (2019) concluded with similar findings in his MA thesis, researching Norwegian lower 

secondary EFL teachers’ and students’ beliefs regarding promotion of oral skills in the 

classroom. The teacher interviews and student questionnaire illustrate that the students find 

teacher feedback and group projects as rewarding ways of acquiring oral skills in English. 

Similar to Palm (2022), this thesis revealed that students found extramural activities such as 

watching TV and videos to be beneficial with respect to their oral language learning. Teachers 

pointed to group conversations and group presentations as efficient activities that promote 

students’ oral skills in the classroom. 

 

1.4 Research gap  

The research above reflects aspects related to the topic of the present thesis in terms of online 

teaching during the pandemic, digital tools in EFL teaching, EFL teachers’ promotion of 
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students’ oral skills in face-to-face teaching and aspects related to CLT. However, to my 

knowledge, there are no previous empirical studies on Norwegian upper secondary EAL 

teachers’ experiences from teaching CLT in the virtual classroom during the pandemic. This 

thesis aims to bridge this research gap by investigating EAL teachers’ perspectives on 

whether and how they facilitated CLT that promoted oral communicative competence in the 

online classroom, during the COVID-19 pandemic. In contrast to previous research within the 

field, this thesis examines teachers’ perceptions of how they facilitated oral communicative 

competence in the online classroom. This includes listening and speaking skills and aspects of 

communicative competence that relates to students’ development of strategies in 

communication and non-verbal communication. Little has been reported from Norwegian 

upper secondary EAL teachers’ experiences of teaching during a global pandemic, something 

that this thesis aims to do.  

 

1.5 Aims and research questions  

This present thesis has drawn on a sample of Norwegian upper secondary English teachers to 

find answers to the following research questions: 

 

What are the EAL teachers’ perceptions of how they facilitated CLT to promote 

oral communicative competence in the virtual synchronous classroom during the 

COVID-19 pandemic? 

1. How did the teachers experience the shift from in-person to online teaching, and 

the ways in which it affected the teacher role and online classroom discourse?  

2. Which factors had an impact on the teachers’ organization and design of 

communicative tasks and activities in the online classroom? 

3. According to the teachers, what are the strengths and limitations of teaching EAL 

through an online teaching platform?  

 

By addressing these questions, I intend to bring to light how Norwegian upper secondary 

teachers of the English subject experienced teaching an additional language through a new 

teaching format. This includes addressing whether and how teachers perceive that the digital 

teaching format affected the teacher role and classroom discourse. The thesis further aims to 

examine how teachers promoted tasks and activities that facilitated aspects of CLT with a 

focus on students’ oral communicative competence. Arguably, looking into teachers’ 
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experiences from a “new way of teaching” can possibly engage conversations of how to deal 

with online distance teaching in the future and also provide insights into what strengths we 

can take away from the online pandemic teaching and implement in the in-person teaching. 

Since the online teaching that took place during the lockdown of March 2020 and the 

following months, the data in this research is based on the teachers’ cognition, referring to 

what the teachers’ believe and experiences, rather than based on observations of their actual 

classroom practice (see chapter 2.5). The main research questions and the three subordinate 

questions are addressed through six semi-structured interviews with EAL teachers and 

through a digital teacher questionnaire. 

This thesis uses the terminology “EAL”, English as an Additional Language, in accordance 

with Rindal’s (2020) suggestion that Norwegian learners of English do not fit into the 

category of either ESL or EFL. This is based on the fact that English is not an official second 

language in Norway (referring to ESL) and the language has a higher status in Norway than 

other “foreign languages” (referring to EFL). Consequently, the term EAL refers to teaching 

English to students in school whose first language is not English (Rindal, 2020, pp. 31–32). 

This thesis also uses the term “second language” since a lot of theories and research on 

second language is relevant for this present thesis, relating to language acquisition of a 

language that is not the speakers’ mother tongue. Therefore, EFL and second language are 

used interchangeably in this thesis. 

 

1.6 Structure of the thesis  

This thesis consists of five chapters and is structured as follows. Chapter 1 is the introduction 

chapter presenting the topic, previous research, aims and research questions of the thesis. 

Chapter 2 presents the theoretical framework, focusing mainly on the development of the term 

communicative competence, central aspects of CLT and facilitating language learning through 

computer-mediated communication including digital teaching platforms. Chapter 3 then 

presents methodological choices and describes the data collection and analysis processes. The 

chapter also discusses ethical concerns, the credibility of the research and suggests possible 

limitations. Chapter 4 presents the results from the qualitative and quantitative data, before 

discussing central findings in relation to the research questions and theoretical background. 

Lastly, Chapter 5 summarizes the main findings, points to didactic implications and provides 

suggestions for further research within the field. 
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2. THEORETICAL BACKGROUND  

 

This chapter presents the theoretical background of the present thesis, where principles related 

to CLT constitute an overarching concern throughout the chapter. The chapter first presents 

‘communicative competence’, a term developed by different scholars, as the overall goal of 

CLT. This chapter also presents communicative competence in the Common European 

Framework of Reference for Languages (the CEFR), since it has played a central role in the 

shaping of the English subject curriculum in Norway. Since this thesis focuses on oral aspects 

of communicative competence, this chapter will address central components related to the 

students development of oral skills as described in the Norwegian National Curriculum. The 

chapter draws on literature on how to facilitate communicative and interactive tasks and 

activities in the EAL classroom. Sociocultural Learning Theory (SLT) is also acknowledged 

as a relevant theoretical foundation for practical approaches to collaborative learning and 

mediation related to CLT. The chapter also takes a look at implications of facilitating CLT 

approaches in the online classroom. Lastly, the theory chapter discusses the concept of teacher 

cognition, which is central to the data collected and analyzed in this present thesis, as it 

explores EAL teachers’ perceptions of their experiences related to online teaching during the 

pandemic.  

 

2.1 CLT - Communicative Language Teaching  

2.1.1 Development of communicative competence  

The communicative approaches became prominent in language teaching in the 1970s in the 

western countries and have played a central role since (Skulstad, 2020a, p. 43). Before the 

emerge of CLT, language teaching methodologies often focused on grammatical language 

structure and forms. In contrast, the CLT approaches promote students’ use of the language to 

create meaning through interactions in order to achieve communicative goals (Richards & 

Rodgers, 2014; Skulstad, 2020a). 

The overarching goal of CLT is to facilitate students’ acquisition of communicative 

competence. The concept of communicative competence was first suggested by the American 

linguist and sociolinguist Dell Hymes (1972) and it provided a foundation for the 

Communicative Approach also known as Communicative Language Teaching. Hymes’ 

(1972) definition of communicative competence came as a response to the American linguist 
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Noam Chomsky’s definition of “linguistic competence”. Chomsky (1965) was primarily 

concerned with an “ideal speaker-listener” who performs his or her grammatical language 

knowledge and competence (p. 3). Chomsky (1965) focused on the speakers’ ability to create 

grammatically correct sentences. He further argued that one should study language learners 

according to an idealized speaker-hearer and avoid other irrelevant aspects of language 

behavior (Chomsky, 1965, pp. 3–4)  

Hymes challenged Chomsky’s definition by introducing a sociolinguistic view on language 

acquisition. Hymes (1972) introduced the term “communicative competence”, thus 

acknowledging the importance of a speaker’s contextual and social awareness. Hymes (1972) 

addressed characteristics that the speaker needs to know to be communicatively competent 

within a speech community (Richards & Rodgers, 2014, p. 88). He proposed that language 

speakers need to be aware of what is appropriate in language use and from that, take 

contextual aspects into consideration when communicating (Savignon, 1991, p. 264). Hymes 

(1972) also argued that language learning situations must include both social and linguistic 

dimensions. He expressed that “there are rules of use without which the rules of grammar 

would be useless” expressing that grammatical rules are important, however language use is 

an equally important part of the speakers’ development of communicative competence 

(Hymes, 1972, p. 278).  

Hymes (1972) introduced the concept of communicative competence, later scholars have 

further developed and nuanced the term in many ways. Canale and Swain (1980) created a 

framework of communicative competence that they argued should be practiced in second 

language teaching and testing (p. 29). They divided communicative competence into three 

sub-competences: grammatical competence, sociolinguistic competence and strategic 

competence. The competences refer to the speaker’s knowledge, and to a speakers’ skills, 

referring to how the speaker performs the knowledge (Canale & Swain, 1980).  

Grammatical competence includes rules of knowledge of lexical items and also rules of 

morphology, semantics, syntax and phonology. Students that develop grammatical 

competence are able to express themselves accurately (Canale & Swain, 1980, pp. 29–30). 

Sociolinguistic competence refers to the speakers’ development of cultural awareness, 

including awareness of the setting of a conversation, the participants, the themes discussed 

and which norms that the speakers should follow (Canale & Swain, 1980, p. 30). 
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The third competence, strategic competence, consists of both verbal and non-verbal strategies 

in order to avoid communication breakdown (Canale & Swain, 1980, p. 30). Canale and 

Swain (1980) suggest that language learners are more likely to develop these coping strategies 

in: “real-life communication situations, but not through classroom practice that involves no 

meaningful communication.” (p. 31). Canale (1983) later included discourse competence, 

which “concerns mastery of how to combine grammatical forms and meanings to achieve a 

unified spoken or written text in different genres” (p. 9). Canale (1983) also further developed 

communicative competence by introducing the term “proxemics”. Proxemics relates to face-

to-face interaction where the participants interpret and use the physical space that is between 

them in their interaction (Canale, 1983). Birjandi and Nushi (2010) explain that Canale also 

suggested that non-verbal strategies are not only applied to avoid communication breakdowns 

as previously explained, but can also result in more effective communication (p. 9).  

 

2.1.2 Communicative Competence in the CEFR   

Several scholars have since Chomsky (1965) and Hymes (1972) specified and further 

developed the concept of communicative competence. Amongst others, this includes the work 

of Canale and Swain (1980) and Canale (1983) presented above, who redefined the term from 

the perspective of language teaching. In 2001, the Council of Europe published the CEFR. 

The CEFR provides one of the most accepted definitions of communicative competence, 

based on the work of different scholars, including the ones presented above. In addition, the 

CEFR is influenced by van Ek’s framework and development of communicative competence 

(Fenner, 2020). The CEFR has played a central role in foreign language teaching and also in 

the creation of the Norwegian National curriculum (Skulstad, 2020a, p. 49). Because of this, 

the present thesis draws on the CEFR’s definitions of communicative competence. In 

addition, it refers to aspects from the CEFR Companion Volume, 2020 (Council of Europe, 

2020).  

The main investigative focus in this thesis is how a selection of Norwegian upper secondary 

EAL teachers facilitated CLT to promote oral communicative competence in the online 

classroom. This thesis therefore draws on the Norwegian National Curriculum (LK20) and its 

focus on oral skills. It is also relevant to include the CEFR’s definition of communicative 

competence, since it includes elements of non-verbal communication, which is also an 

integral part of oral communication. This includes aspects like conventions of turn-taking and 

the speakers’ use of body language. To be more precise, one can define non-verbal 
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communication as communication that takes place without words, including for instance eye-

contact, body language, facial expressions, hand gestures et cetera (Sutiyatno, 2018). 

Communicative competence relates to all skills including listening, speaking, reading and 

writing, however this thesis focuses on the oral aspects of communicative competence. 

Consequently, the term “oral communicative competence” will be used throughout this thesis.   

The CEFR presents a specification of communicative competence in the user/learner’s 

competence, which is further divided into “general competences” and “communicative 

language competences” (Council of Europe, 2001, p. 101) The CEFR expresses that “in order 

to carry out the task and activities required to deal with the communicative situations in which 

they are involved, users and learners draw upon a number of competences developed in the 

course of their previous experience.” (Council of Europe, 2001, p. 101).  

The CEFR divides the “communicative language competences” into three sub-competences, 

namely linguistic competence, sociolinguistic competence and pragmatic competence 

(Council of Europe, 2001, p. 108). Linguistic competence is divided into six subsections, 

related to the speaker’s understanding of language systems, referring to the ability to 

understand and use vocabulary, grammatical resources and pronunciation in order to express 

meaning (Council of Europe, 2001, pp. 108–109). Linguistic competence is related to the 

speaker’s grammatical accuracy (Council of Europe, 2020, p. 130).  

Sociolinguistic competence “is concerned with the knowledge and skills required to deal with 

the social dimensions of language use.” (Council of Europe, 2001, p. 118). Conventions of 

turn-taking, vocal characteristics and the ability to adapt body language according to 

contextual considerations, are central aspects of sociolinguistic competence (Council of 

Europe, 2001, pp. 118–121). Similarly to Canale (1983), the CEFR also addresses that 

speakers need to be aware of distance between the participants in the conversation, referring 

to the term “proxemics”, something that varies across different social settings (Council of 

Europe, 2001, p. 89). Sociolinguistic competence involves language use, where speakers can 

facilitate authentic communication (Skulstad, 2020a, p. 46). 

Further, pragmatic competence consists of discourse competence and functional competence. 

Discourse competence relates to the speaker’s ability to arrange sentences in sequences, so 

that they produce coherent and cohesive language (Council of Europe, 2001, pp. 123–125). 

The CEFR Companion Volume (2020) expresses that turn-taking is an integral aspect of a 
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language speaker’s discourse competence which relates to the speaker’s ability to take the 

discourse initiative, including “initiating, maintaining and ending conversation” (Council of 

Europe, 2020, p. 139). Functional competence refers to one’s ability to interpret and use 

communicative language functions (Council of Europe, 2001, p. 126). This includes skills 

such as asking for directions, greeting others, expressing emotions et cetera (Skulstad, 2009, 

pp. 257–258). Pragmatic competence relates to development of language fluency (Council of 

Europe, 2020, p. 142). 

Skulstad (2009) argues that the CEFR’s specification of communicative competence “does 

not reflect to a large extent the fact that learners need to learn to communicate in a networked 

society” (2009, p. 260). A number of changes take place in communication in the 21st century, 

and the CEFR Companion Volume (Council of Europe, 2020) has only to some extent 

addressed these changes (Skulstad, 2020a, p. 49). The CEFR Companion Volume explained 

that online interaction is “mediated through a machine, which implies that it is unlikely ever 

to be exactly the same as face-to-face interaction” (Council of Europe, 2020, p. 84). The 

CEFR Companion Volume also expresses that a consequence of online interaction is that 

misunderstandings are difficult to spot and correct, including student errors, which is 

considered easier in face-to-face interaction (Council of Europe, 2020, p. 84). The teachers 

that did online distance teaching during the COVID-19 pandemic had to take into 

consideration that the students were learning a second language through an online platform. 

This could ultimately affect the classroom communication, interaction and development of the 

students’ oral communicative competence.  

 

2.1.3 Principles of Communicative Language Teaching 

As previously mentioned, the overarching goal of CLT is for the students to develop 

communicative competence. To achieve this, CLT focuses on facilitating language use 

through communicative classroom activities (Richards & Rodgers, 2014, p. 87). CLT is 

concerned with communication as both the process and goal of language teaching through 

social interaction and meaning making. The language teaching process is often more valued 

than the product or the end results itself (Savignon, 1991, p. 263).   

CLT is not rooted in one specific language teaching methodology and is often described as 

functional approaches. Brown (2002) explains that “one’s approach to language teaching is 

the theoretical rationale that underlines everything that happens in the classroom” and that 

language teaching approaches are not principles set in stone, but dynamic elements within a 
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teachers’ classroom practice (p. 11). Moreover, CLT is not considered one specific approach, 

but rather a variety of approaches that are based on common teaching principles that have the 

students’ development of communicative competence as the underlying goal (Richards & 

Rodgers, 2014, p. 90). CLT draws on principles including: 

 

- The communication principle 

- The task principle  

- The meaningfulness principle  

 

First, the communication principle reflects the idea that “activities that involve real 

communication promote learning” (Richards & Rodgers, 2014, p. 90). Skulstad (2020a) 

explains that “real communication” is often considered communication where there is a non-

linguistic purpose (p. 55). 

Second, the task principle involves “activities in which language is used for carrying out 

meaningful tasks promote learning” (Richards & Rodgers, 2014, p. 90). According to this 

principle, English is used as an instrument to facilitate communication (Skulstad, 2020b, p. 

55). Richard and Rodgers (2014) point out that second language learners should aim to 

develop the students’ fluency and accuracy through a variation of activities, both central in the 

task principle (p. 97). Fluency refers to natural language use, that occurs when speakers 

participates in meaningful interaction that seek to link language use to context (Richards & 

Rodgers, 2014, p. 96) This can for instance take place through negation of meaning in 

problem-solving tasks, where the learners must use the English language to solve the 

problems that are presented (Skulstad, 2020b, p. 55). Activities that focus on language 

accuracy are for instance activities that include grammatical practice and activities that do not 

require meaningful communication (Richards & Rodgers, 2014, p. 97).  

Third, Richard and Rodgers (2014) explain the meaningfulness principle as “language that is 

meaningful to the learner supports the learning process” (p. 90). The principle also refers to 

how activities that include authentic language and reflect natural use of language promote 

learning (Richards & Rodgers, 2014, p. 90). Nunan (1999) defines authentic language as 

“samples of spoken and written language that have not been specifically written for the 

purposes of teaching language” (p. 27). He also writes that an advantage of using authentic 

materials is that “learners encounter target language items [..] in the kinds of contexts where 

they naturally occur, rather than in the contexts that have been concocted by a textbook 
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writer” (Nunan, 1999, p. 27). Consequently, and according to the meaningfulness principle, 

language learners can experience the learning process as meaningful if they encounter the 

English language through real-life situations and contexts. According to this principle, 

engaging in authentic communication has more value to the learner than practicing language 

patterns (Richards & Rodgers, 2014, p. 90). Previous research investigating teachers’ 

perceptions indicates that listening to authentic texts can result in a better self-confidence 

among the students, since they are presented with natural language (Yavani, 2017, p. 28). This 

can also increase the students’ motivation because they are learning a language through real 

language encounters, and not through texts that are written for educational purposes 

(Guariento & Morley, 2001, p. 347). 

CLT has become a set of principles seen in many classrooms, but it has also been criticized 

for promoting language fossilization, i.e. “the non-progression of learning despite continuous 

exposure to input, adequate motivation to learn, and sufficient opportunity for practice” 

(Rakab, 2016, p. 85). To put it differently, fossilization is a consequence of the persistence of 

learners’ language errors. CLT activities are designed with communicative purposes focusing 

on authentic communication that aim to facilitate learning of linguistic and communicative 

competence. However, overemphasis on the latter has shown that the students have acquired 

language fluency at the expense of accuracy (Richards & Rodgers, 2014, pp. 103–104). 

Teacher monitoring and feedback during the interactive tasks and activities regarding both 

aspects can limit the chances of language fossilization.   

Skulstad (2020a) also points to how communication has changed in the 21st century, noting 

that CLT traditionally takes a functional view that supports the idea of language use, however, 

in today’s language classroom communication involves more than just language. Skulstad 

(2020a) proposes a multimodal view on language learning, suggesting that “the fact that 

multiple semiotic resources frequently combine and interact to make meaning”, illustrates 

how communication is a dynamic concept changing with technological development (p. 64). 

The CEFR’s definition of communicative competence only includes “language” as the mode 

of communication including oral and written communication, however EAL teachers and 

learners also communicate through other media and with multiple semiotic resources  

(Council of Europe, 2001). The 2020 CEFR Companion Volume includes telecommunication 

and online interaction, as alternative ways of communication, but language is still considered 

the mode of communication (Skulstad, 2020a, p. 64). The ERT that took place during the 

pandemic illustrates how technology provides new ways of communicating and interacting. 
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This thesis aims to discover how the EAL teachers experienced the shift to an online teaching 

platform, and how it affected the tasks and activities, teacher role and classroom 

communication.  

 

2.1.4 Oral skills in LK20 

The CEFR has played a central role in the shaping of the National Curriculum in Norway and 

consequently, the English subject curriculum (Skulstad, 2020a, p. 49). Despite this, the 

current curriculum does not explicitly mention the term “communicative competence” or 

“communicative language teaching” and English language teachers therefore need to reflect 

on where CLT fits into the teaching of the basic language skills. CLT initially focused on 

listening and speaking skills (Skulstad, 2020a, p. 58). Since the present thesis aims to examine 

aspects of teaching related to oral communication, the following section will focus on the oral 

skills presented in LK20, including listening and speaking skills. 

The Ministry of Education and Research (2019a) lists four basic skills in the LK20 English 

subject curriculum that the upper secondary students should develop, including oral skills, 

writing skills, reading skills and digital skills. Oral skills are explained as follows:  

   

Oral skills in English refers to creating meaning through listening, talking and 

engaging in conversation. This means presenting information, adapting the language to 

the purpose, the receiver and the situation and choosing suitable strategies. Developing 

oral skills in English means using the spoken language gradually more accurately and 

with more nuances in order to communicate on different topics in formal and informal 

situations with a variety of receivers with varying linguistic backgrounds (Ministry of 

Education and Research, 2019a). 

 

This thesis examines upper secondary EAL teachers’ experiences from online teaching in 

both general studies and vocational studies. The competence aims in the English subject 

curriculum in general studies (LK20) presented below all relate to the students’ development 

of oral skills: 

 

- use pronunciation patterns in communication. 

- listen to, understand and use academic language in working on one’s own oral 

and written texts. 
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- express himself or herself in a nuanced and precise manner with fluency and 

coherence, using idiomatic expressions and varied sentence structures adapted 

to the purpose, receiver and situation. 

- explain the reasoning of others and use and follow up input from others during 

conversations and discussions on various topics. 

- use knowledge of grammar and text structure in working on one’s own oral and 

written texts.                             

                                                       (Ministry of Education and Research, 2019b). 

 

Despite the fact that “communicative competence” is not explicitly mentioned in the 

competence aims, many of the competence aims that relate to oral skills also draw on 

students’ development of communicative competence. It can be argued that the first, third and 

last competence aim relates to the development of linguistic competence. The third 

competence aim also relates to sociolinguistic competence, since the student needs to adapt 

their communication in regard to contextual aspects like the communication situation, and it 

also relates to pragmatic competence since the students should express themselves with 

fluency and coherence. The fourth competence aim also reflects the CEFR’s definition of 

pragmatic competence where one shall contribute to maintain conversations with others 

(Council of Europe, 2001).  

As mentioned above, this thesis also aims to explore EAL teachers’ reported experiences from 

online teaching of vocational students. The CEFR (Council of Europe, 2001) and the CEFR 

Companion Volume (Council of Europe, 2020) acknowledge that vocationally oriented 

language learning and vocational studies are part of the occupational domain (cf. Ørevik & 

Hestetræet, 2020, p. 321). The CEFR explains how vocational students should participate in 

communicative tasks in the classroom that enables them to communicate efficiently in work 

related conversations. The students should also be able to apply for work permits, write 

applications, attend interviews and understand procedures, which can be practiced in the EAL 

classroom for instance through role play (Council of Europe, 2001, pp. 53–54).  

Ørevik and Hestetræet (2020) argue that “digital technology generally has much to offer when 

it comes to teaching English in vocational studies” and list YouTube as a tool that teachers 

can use in their vocational English teaching (p. 328). They also explain that students can work 

with procedures and tools, and communicate in English in the workshop to engage in 

authentic language learning (Ørevik & Hestetræet, 2020, p. 328). Through such activities, 
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students encounter English words and use the English language in a way that will benefit 

them in their future work life (Ørevik & Hestetræet, 2020, p. 330). Arguably, this relates to 

the task principle and the meaningfulness principle in CLT, where students shall participate in 

authentic and meaningful communication. These are also aspects reflected in the LK20 

English competence aims for vocational studies. All of the competence aims presented above 

from the English subject curriculum for general studies are also present in the competence 

aims for vocational studies, however two of them have been specified in regard to the 

vocational aspects. They state that students should be able to: 

 

- listen to, understand and use terminology appropriate for the trade, both 

orally and in writing, in work situations. 

- explain the reasoning of others and use and follow up input during 

conversations and discussions on vocationally relevant topics.                

                                                 (Ministry of Education and Research, 2019c). 

 

At the time when the EAL teachers facilitated online teaching during the COVID-19 

pandemic, Norwegian upper secondary schools were in the process of incorporating the new 

LK20 curriculum that gradually replaced LK06. LK20 was initiated in VG1 in the school year 

2020-21, in VG2 and vocational studies in 2021-2022 and in VG3 in 2022-2023 (The 

Norwegian Directorate for Education and Training, 2022). Consequently, there were two 

curriculums that the teachers based their EAL teaching on during the pandemic, depending on 

which program and level the teachers taught. The main difference between the two English 

subject curriculums of LK20 and LK06 is that the competence aims in LK06 applied for both 

general studies and vocational studies. The competence aims were divided into four 

categories, including the category “oral communication”. It was not deemed necessary to 

address all of the competence aims presented in this category, two of them are worthy of 

particular mention: 

 

- listen to and understand social and geographic variations of English from 

authentic situations. 

- introduce, maintain and terminate conversations and discussions about general 

and academic topics related to one’s education programme. 

        (Ministry of Education and Research, 2006) 
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The first competence aim explicitly includes the word “authentic” and the second competence 

aim reflects the CEFR’s definition of discourse competence as part of the speaker’s pragmatic 

competence as “initiating, maintaining and ending conversation” (Council of Europe, 2020, p. 

139). This indicates elements of CLT in the English subject curriculum. 

 

2.2 Communicative tasks and activities 

Richards and Rodgers (2014) explain that CLT is learner centered and “emphasizes the need 

for teaching to be organized around authentic and meaningful uses of language that are linked 

to the learner’s communicative needs” (p. 101). Task-based teaching materials are often 

employed in CLT to promote interactive and communicative foreign language learning 

(Richards & Rodgers, 2014, p. 100). The students in a CLT classroom are active and work 

collaboratively, and it is up to the teachers to facilitate communication and participation in the 

classroom (Richards & Rodgers, 2014, pp. 98–99). A common way of promoting students’ 

oral communicative competence is through facilitating tasks and activities that involve 

negotiation of meaning (Savignon, 2002, pp. 4–5). CLT approaches promote tasks and 

activities where the speakers participate orally and use the target language actively. Tasks that 

draw on spontaneous speech can especially contribute to the students’ development of oral 

communicative competence. Pair work and group work enable students to actively use the 

target language something that also promotes language fluency (Richards & Rodgers, 2014, p. 

97; Skulstad, 2020a, p. 62) 

David Nunan provided practical advice on how language teachers could design 

communicative tasks and activities (Ellis et al., 2019, pp. 4–5). In his work, Designing Tasks 

for the Communicative Classroom, Nunan (1989) writes that communicative approaches 

values the task process over the final product itself (p. 12). Nunan further states that he: 

 

[…] will consider the communicative task as a piece of classroom work which 

involves learners in comprehending, manipulating, producing or interacting in the 

target language while their attention is principally focused on meaning rather than 

form. The task should also have a sense of completeness, being able to stand alone as a 

communicative act in its own right. (Nunan, 1989, p. 10) 

 

This definition of communicative tasks reflect the overarching goals of CLT which include 

language use and meaning making through student communication and interaction. 
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Nunan (1989) argues that teachers should include authentic material in their language 

teaching, since it facilitates student encounters with real-life language, that reflects the world  

outside of the classroom (pp. 53-55). He also explains that “classroom activities should 

parallel the ‘real world’ as closely as possible” (Nunan, 1989, p. 59). Nunan (1999) refers to 

authentic material as spoken and written language that has not been written for language 

teaching purposes and authentic teaching situations refer to situations that the students are 

likely to confront in the contexts outside of the classroom (p. 27). “Activities” explain how 

the students shall engage with and conduct the “tasks” (Nunan, 1989, p. 59), however this 

thesis uses the terms interchangeably. 

Nunan (1989) also suggests two broad categories for communicative classroom tasks, “real-

world tasks” and “pedagogic tasks”. Real-world tasks are tasks where the learners need to 

approximate the behavior acquired in the real-world in the classroom tasks. This can include 

activities such as communicating through a mobile phone or conducting interviews in the 

classroom (Nunan, 1989, pp. 40–41). In the pedagogic tasks, students are engaged in 

situations that are not likely to occur outside the classroom, but which are based on the 

students’ acquisition of different skills. Nunan also argues that “real-world” does not imply 

that the classroom is “unreal”, and that the real-world tasks are to some extent adapted to the 

classroom situation and the learners’ level (Nunan, 1989, pp. 40–41).  

Classroom tasks are also commonly categorized into “input-based” and “output-based” tasks. 

Input-based tasks are designed for the students to process oral or written information where 

they practice their receptive skills, including listening and reading skills. Output-based tasks 

are designed for the students to practice their productive skills which includes speaking skills 

and writing skills (Ellis et al., 2019, p. 12). Skulstad (2020a) suggests that the receptive and 

productive skills are generally accepted as equally important in second language teaching and 

that they are dependent on each other (p. 58). This thesis focuses on the students’ acquisition 

of oral communicative skills in the online classroom, where oral skills in LK20 includes 

meaning making through both listening and speaking (Ministry of Education and Research, 

2019a). The CEFR also emphasizes that students activate their communicative competence 

through activities that promote their receptive and productive skills through interaction and 

mediation (Council of Europe, 2001, p. 14). 

Communicative activities are often divided into information-gap activities and opinion-gap 

activities, which have in common that they facilitate purposeful communication between the 
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students. In information-gap activities students communicate with each other in order to solve 

a problem and through opinion-gap activities students communicate in order to identify or 

articulate an attitude as a response towards a given situation (Ellis et al., 2019, pp. 8–11). 

Skulstad (2020a) notes that the language learners need to be able to communicate with others 

in different contexts, which can be practiced through role play or communication with people 

outside the classroom (p. 62). Richards and Rodgers (2014)  also explain that students can 

practice their language fluency through role play activities, where students are assigned 

different roles that they present based on a manuscript or through spontaneous conversations 

(Richards & Rodgers, 2014, p. 97). The CEFR Companion Volume presents interviewing and 

being interviewed as an interactional activity that facilitates the students’ development of 

communicative competence (Council of Europe, 2020, p. 80). 

 

2.3 Sociocultural Learning Theory  

Even though CLT approaches are not based on one specific learning theory, it still draws on 

many of the same characteristics as the SLT (Skulstad, 2020a, p. 55). Lev S. Vygotsky is the 

most prominent theorist within the SLT, and his work has often been associated with second 

language learning. Vygotsky (1978) argued that humans use different tools to mediate and 

interact with each other including symbolic signs and through language. According to this 

theory, language learning takes place through social interaction and the learners develop 

understanding through collaborative dialogue before internalizing the knowledge as their own 

(Mitchell et al., 2013, pp. 221–222). Language learning is, according to this theory, facilitated 

by way of “scaffolding” either by a fellow student or the teacher, through supportive dialogue 

(Richards & Rodgers, 2014, p. 91). This implies that language learners can achieve higher 

levels of knowledge and skills through guidance from an expert, the teacher, and mediation 

with more capable peers. This level of attainable knowledge and skills is referred to as the 

“Zone of Proximal Development” (Vygotsky, 1978). 

This relates to CLT with its shared focus on collaborative meaning making and the idea that 

knowledge and language are created through interaction (Richards & Rodgers, 2014, p. 91; 

Skulstad, 2020a, p. 55). This is also reflected in the classroom tasks and activities where the 

SLT, in alignment with CLT, points to group and pair work as a way of facilitating language 

learning where students can learn from each other’s contributions (Mitchell et al., 2013, p. 

241).  
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Michell et al. (2013) explain that language learning is, from a sociocultural perspective, “seen 

as socially mediated, that is to say, it is dependent on face-to-face interaction and shared 

processes such as joint problem-solving and discussion, with experts and also with peers” (p. 

222). Nevertheless, more recent researchers and theorists have turned their focus on 

communication that takes place through the computer and not through face-to-face interaction 

(Mitchell et al., 2013, p. 233), an issue which is of particular interest for this thesis, since the 

communication between the teachers and the students were mediated through a computer 

screen in the digital teaching platform. Consequently, it is relevant to examine whether and 

how the shift to a digital teaching platform in any way affected the EAL teaching and 

learning. 

 

2.4 CLT in the online classroom 

2.4.1 Computer-mediated Communication  

There has been an increase in the impact of  ICT and digital tools in second language teaching 

in the 21st century. To clarify, ICT is an umbrella term referring to the use of technological 

tools which in the language learning setting relates to the use of interactive whiteboards, 

webpages and audio-files et cetera. (Drigas & Charami, 2014). Previous research has shown 

that the use of technological tools can improve the students’ vocabulary, reading and speaking 

skills (Drigas & Charami, 2014). Drigas and Charami (2014) argue that the implementation of 

ICT should aim to reinforce the coursebook or textbook, that is the main-medium in the 

language teaching (p. 4).  

The use of technology in the EAL classroom can also give rise to opportunities for listening to 

proficient language users communicating with each other, which according to the 

meaningfulness principle in CLT promotes authentic language teaching (Tomlinson, 2012, p. 

274). Richard and Rodgers (2014) argue that “the classroom context is often an artificial 

setting for authentic communication to be realized” and that technology can provide authentic 

language input combining images, audio, text and videos (p. 101). Furthermore, Skulstad 

(2020b) suggests that communicating with native speakers of English is a way of facilitating 

real communication in the classroom and that modern technology has made this process 

easier, for instance communicating through the digital platform Zoom (p. 111).  

CMC refers to communication that takes place through computers, and can potentially 

optimize many of the desired outcomes in CLT (Lamy & Hampel, 2007, p. 7). CMC can, for 
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instance, facilitate increased student participation and opportunities for negotiation of 

meaning through group-based language learning (Richards & Rodgers, 2014, p. 101). Ørevik 

(2020) addresses technology use in the 21st century English classroom, and points out that 

ICT has opened new doors in language teaching and facilitated a variety of platforms for 

CMC (p.166). ICT and new technologies have enabled students to encounter authentic 

situations and the English language, for instance through watching and listening to videoclips 

of recorded interviews that represent native language (Ørevik, 2020, pp. 174–175). Ørevik 

(2020) also suggests that some students can find it challenging to work with authentic 

English, since it is not adapted to educational settings (p. 166). Digital tools can further 

promote online discussions and therefore facilitate interactive language learning among the 

students. 

Hampel and Hauk’s (2004) article on effective use of audio conferencing, as part of CMC in 

distance language learning, also emphasizes how CMC can provide collaborative learning and 

facilitate authentic teaching materials. Hampel and Hauck (2004) suggest that “CMC is an 

ideal medium for collaborative learning through social interaction both with a tutor and with 

peers.” and that it allows students to take a greater role when it comes to managing the 

classroom discourse (pp. 67-68). This corresponds with Vygotsky’s view of language learning 

as something which takes place through mediation and social interaction. Through CMC; 

“participant interaction”, “tasks” and “technology” are considered interrelated mediation tools 

in the language learning process (Lamy & Hampel, 2007, p. 33). CMC is also related to the 

use of online synchronous audio communication, like the distance teaching during the 

pandemic that took place through digital teaching platforms such as Google Classroom and 

Teams (Hampel & Hauck, 2004). 

Hampel and Hauck (2004) also suggest that the multimodal nature of the new communication 

environments need to be taken into account, where students are presented with a variety of 

modes through online teaching platforms including visual, audio, verbal and textual (p. 68). 

Digital platforms combine several modes of representations, such audio files, video files, 

images and written text (Ørevik, 2020, pp. 165–166) .  

Skulstad’s (2009) publication “The need for rethinking communicative competence” also 

highlights how technology has contributed to a multimodal view on languages. This implies 

that multiple semiotic resources are combined in interaction and in the meaning making 

process (Skulstad, 2009, p. 258). Consequently, she argues this multimodal nature of 
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communication presupposes a redefining of communicative competence, which takes into 

account an awareness of which multiple semiotic resources are available in different contexts 

and how to implement them in communication (Skulstad, 2009, pp. 258–259). With the 

transfer from face-to-face to online teaching also came a new way of communicating through 

the digital teaching platform and in the teachers’ facilitating tasks and activities.  

 

2.4.2 Online classroom communication and task design  

According to Skulstad (2020b), in order for language teachers to become good designers, 

facilitators and evaluators of tasks in the EAL classroom they need to have some knowledge 

of the nature of spoken discourse (p. 98). She points to the fact that spoken discourse often 

takes place in face-to-face communication, and that eye contact between the participants is an 

advantage in both face-to-face interaction and in online interaction. The CEFR Companion 

Volume suggests that, because online interaction is mediated through a machine, it is unlikely 

to be the same as face-to-face discourse (Council of Europe, 2020, p. 84). Thus, the shift to 

online teaching during the pandemic challenged EAL teachers to consider the new teaching 

medium and reflect on its strengths and limitations in language learning. Conventions of turn-

taking and the speakers’ ability to recognize and interpret body language also play a central 

role in spoken discourse, which is reflected in the CEFR’s definition of sociolinguistic 

competence (Council of Europe, 2001, pp. 118–121). The language learners need to acquire 

an understanding of how to enter conversations and at the same time give room for others to 

participate (Skulstad, 2020b, p. 99). The shift to an online teaching format could therefore 

possibly challenge the nature of spoken discourse and the students’ ability to communicate 

and interact.  

Hampel (2006) reports on a study examining how task were designed and implemented in an 

online synchronous language teaching setting, and findings indicate that turn-taking is less 

straightforward in online than in face-to-face settings and that “teachers as well as students 

have to work out strategies in order to ensure that communication runs smoothly.” (p. 116). 

Findings also indicate that lack of body language had an impact on turn-taking in online 

environments (Hampel, 2006, pp. 116–117). Hampel (2009) also addresses how a lack of 

body language and eye contact can result in students having a harder time turn-taking in 

communication and oral interaction (p. 8). From this perspective, communication strategies 

are not guaranteed to have the same effect in virtual oral communication as it has in oral face-

to-face communication. 
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Johnson et al. (2000) researched students’ attitudes towards face-to-face communication 

versus CMC through surveys, and found that students prefer face-to-face communication 

since it “allows for non-verbal, personal information to transpire in a real time, synchronous 

setting” (p. 15). The study also reports that the students preferred face-to-face communication 

over CMC since allows multiple ways of communicating. Students can in face-to-face setting 

use and interpret others’ non-verbal communication, including facial expressions (Johnson et 

al., 2000). This relates to the online distance teaching during the COVID-19 pandemic, where 

teachers and students were communicating through a screen, something that may have had an 

impact on the classroom discourse and interaction. The EAL teachers thus had to take into 

consideration how CMC could possibly affect the students’ development and practice of oral 

communicative competence. 

Chandler (2016) examines how language teachers can facilitate student interaction and 

participation in online teaching. The study provides insight into how group work can 

empower the students’ willingness to speak and participate in online communication, 

exemplified through the use of breakout rooms, which allow teachers to divide the class into 

smaller digital group rooms, departing from the main room in the digital teaching platform. 

The study is based on the researcher’s own experiences from using breakout rooms in 

synchronous online tutorials. Students gave feedback on the online tutorials, and many 

expressed that when the teachers divided them into digital group rooms to practice tasks and 

activities together, they were more likely to contribute when returning to the plenary 

discussions in the main classroom with all students present. Chandler (2016) states that an 

interesting observation from the results is that interactive and online tasks with high value in 

the breakout rooms, are not likely to conform to the face-to-face classroom (p. 20). This 

illustrates the importance of the tutor’s ability to adapt the tasks to the teaching environment 

and medium they are presented in (Chandler, 2016, p. 20). 

Fabriz et al. (2021) suggest that the rapid change in language teaching and communication is 

accompanied by an awareness that teaching pedagogy needed to be adapted to the medium of 

teaching (p. 2). The sudden need to adapt to online teaching during the COVID-19 pandemic 

resulted in ERT, where the majority of the face-to-face communicating was replaced with 

online interaction and communication (Fabriz et al., 2021, p. 2). Likewise, Hampel (2009) 

argues that the language teachers need to apply ICT in their teaching to enhance interaction 

and collaboration, where one important factor to achieve this is through designing tasks that 

are appropriate to the online environment (p. 2). Hampel (2006) suggest that: 
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Although these modes are gradually approaching those available in a conventional 

face-to-face classroom (written text, images, audio and video), the computer medium 

in terms of its materiality is different from the resources used in a face-to-face setting 

and task design needs to take account of this (Hampel, 2006, p. 106). 

 

Hampel (2006) further argues that teachers often transfer the task designed for the face-to-

face classroom to the online classroom without adapting them to the new teaching 

environment. While there is no quick fix on how to transfer tasks from the in-class to the 

online classroom, teachers need to make clear that the tasks are appropriate for the medium in 

which the students are presented with the tasks, in order facilitate their development of 

communicative competence (Hampel, 2006, p. 111). Consequently, this is an issue of interest 

in the present investigation of what EAL teachers report about how they facilitated 

communicative tasks and activities in the virtual classroom that relates to students’ oral 

communicative competence, and how they adapted to the online teaching platform. 

 

2.4.3 The online teacher role  

CLT brought a new perspective on the teacher role as the “facilitator” for language learning 

processes. Language teachers that had previously been instructors and transmitters of 

knowledge and grammatical rules, should now rather function foremost as a facilitator of 

interactional tasks and activities (Lamy & Hampel, 2007, p. 61). The teachers should provide 

learning materials and operate as a resource whilst giving instructions on how the students 

should work with the tasks and activities (Richards & Rodgers, 2014, pp. 98–99). The 

language teachers should embody the role as a facilitator by walking around in the classroom 

and supervising the students by interacting, teaching, reinforcing, questioning, expanding and 

supporting the students in their learning process as they were working with tasks and 

activities (Lamy & Hampel, 2007, p. 62).  

The shift to teaching through an online environment during the pandemic also called for a 

reshaping of the teacher role, where the teachers had to gain new skills and adapt their way of 

communicating and interacting (Fabriz et al., 2021, p. 2). The shift from face-to-face teaching 

to the digital classroom introduced technological aspects to the teacher role, where the 

teachers were required to master technological aspects of language teaching (Drigas & 

Charami, 2014). Drigas and Charami (2014) express that “the tutor’s role, apart from being a 
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transmitter of knowledge and a guide to the whole class, is also that of the facilitator; a 

multidimensional role including technological and administrative skills in order to avoid 

problematic situations” (p. 5). The teachers now had to embody a dual role, with being the 

educator and facilitator whilst dealing with the technological aspect of online teaching that for 

many included a lack of training and equipment (Drigas & Charami, 2014, p. 4). 

Hampel and Stickler (2005) also addresses the online teacher role, and propose a pyramid 

model, the “Skills pyramid”, with seven levels of different skills that online language tutors 

should acquire in order to be able to facilitate the development of communicative 

competence. The “Skills pyramid” was developed to create a framework for online language 

tutors before COVID-19 and ERT, but it can be argued that it in many ways relates to the 

online EAL teaching during the pandemic. 

The first levels of the pyramid include basic skills that are necessary for the teachers to 

master, in order to develop the skills represented in the higher levels of the pyramid (Hampel 

& Stickler, 2005, pp. 316–317). The first level, “Basic ICT competence”, relates to the 

teachers’ ability to use networked computers in their teaching. The second level, “Specific 

technical competence for the software” suggests that the teachers need to be able to use the 

specific software application (Hampel & Stickler, 2005, p. 317). In the context of teaching 

online in upper secondary Norwegian schools during the pandemic, Zoom, Teams, Google 

Classroom and Google Meet are all examples of teaching platforms used to facilitate distance 

teaching.  

Moving to the third level of the pyramid, the teachers are required to “Deal[…] with 

constraints and possibilities of the medium”. This implies that the online teachers need to 

educate themselves on what advantages the digital teaching platform has and also be aware of 

how the digital medium can challenge their language teaching (Hampel & Stickler, 2005, pp. 

316–317). The fourth level of the pyramid, “Online socialization”, emphasizes that the 

teachers should aim at creating a sense of community online, similar to what they would in 

the in-person teaching. Hampel and Stickler (2005) argue that a feeling of community is key 

in the CLT classroom, for instance through activities like dialogues and role-plays, where the 

students communicate, engage and collaborate with each other through meaningful interaction 

(pp. 317-318). 
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The next level, “Facilitating communicative competence” relates to the overarching goal of 

CLT. The teacher can facilitate the development of communicative competence through task-

design and teacher interference, nevertheless this has often proven challenging in online 

settings (Hampel & Stickler, 2005, p. 318). Online teachers that reach the sixth level of the 

pyramid, “Creativity and choice”, are able to select and implement high quality and authentic 

teaching materials online, which is reflected in their ability to choose suitable exercises and 

activities for their students (Hampel & Stickler, 2005, pp. 318–319). Lastly, and at the top of 

the pyramid is the skill of implementing the teachers’ “Own style” in the online classroom 

teaching. Teachers at this level have developed all of the skills in the lower levels and are able 

to apply their personal style in their teaching (Hampel & Stickler, 2005, p. 319). 

 

2.5 Teacher Cognition on CLT 

The research questions in this thesis are related to the teachers’ experiences from online EAL 

teaching, and their perceptions of how they facilitated CLT in the virtual classroom to 

promote oral communicative competence. Since this study is conducted post distance teaching 

that took place during the pandemic, it was not feasible to collect data through for instance 

observation. Consequently, the findings from the research are based on what participants 

report regarding their perceptions about the issue at hand. Accordingly, what they explain that 

they did in the classroom is their understanding of what took place, and not an objective 

observation of what took place during online distance teaching. This relates to what Borg 

(2015) refers to as teacher cognition, as “what language teachers think, know and believe – 

and of its relationship to teachers’ classroom practices” (p. 1).  

Research on teacher cognition also reveals a lack of congruence between the teachers’ 

observed classroom practices and their attitudes and beliefs (Borg, 2015, pp. 40–46). Borg 

(2015) discusses two studies examining in-service teachers’ practices and cognitions related 

to CLT. The research presents contrasting results, where one study illustrates how teachers’ 

beliefs related to CLT are reflected in their actual classroom practices. In the other study, 

several of the teachers explained that they include communicative activities in their teaching, 

nevertheless these activities were rarely observed in their classroom practice (Borg, 2015, pp. 

114–115). Consequently, there can also be incongruity between what the teachers report in the 

interview and the questionnaire in this thesis, and what they actually did in the online 

classroom during the COVID-19 pandemic. 
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As already discussed in chapter 2.1.4, the Norwegian National curriculum gives teachers a 

great leeway in terms of how to facilitate communicative tasks and activities in the classroom. 

This implies that language teachers make many decisions based on their individual thinking  

when it comes to designing communicative tasks and activities for the EAL classroom 

(Skulstad, 2020a). Teachers are considered active decision makers, who play an important 

role in the shaping of the classroom activities (Borg, 2015, p. 4). Consequently, there will be 

differences in their practicing of CLT and also their perceptions of how they facilitate CLT. 
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3. METHODOLOGY: MATERIALS AND METHODS 

 

This chapter first presents and discusses the rationale for the methodological choices and the 

research design that is implied in order to best examine the research questions of this study. 

Second, it presents the data collection processes in the interviews and the digital questionnaire 

and third, it presents the data analysis processes. I will further reflect on the benefits and 

limitations of the methodological design that is implemented in this study. Lastly, this chapter 

discusses the validity and reliability of the study, ethical considerations that the researcher 

takes and possible limitations of the research.  

The research process consists of different methodological steps, including developing 

research questions that will be examined (Creswell & Guetterman, 2021, p. 31). The research 

questions in this present thesis are presented in chapter 1.5, where the main question aims to 

research: 

 

What are the EAL teachers’ perceptions of how they facilitated CLT to promote 

oral communicative competence in the virtual synchronous classroom during the 

COVID-19 pandemic? 

 

There are a number of decisions that a researcher needs to take when developing a research 

design or research methodology. I have therefore included an illustration in Figure 1 based on 

the “research onion” model presented in Saunders et al. (2019). The research onion consists of 

several layers that reflect the steps that the researchers take in the research process, starting in 

the outer circle and moving inwards. Figure 1 represents a simplification and adaptation of the 

research onion (Saunders et al., 2019) and therefore aims to function as a visual overview of 

the methodological processes in research. The four layers are reflected in the subtitles of this 

chapter.  

 



32 

 

 

 
Figure 1: The Research Onion based on Saunders et al. (2019) 

 

3.1 Research approach  

The first layer of the research onion Philosophy of science includes “research approach” 

which consists of three approaches that explain different ways a researcher works, namely the 

inductive, deductive and abductive approach (Saunders et al., 2019). Induction can be 

described as “the process of observing a number of instances in order to say something 

general about the given class of instances” (Kvale & Brinkmann, 2015, p. 224). Researchers 

that work inductively code the collected data to identify patterns and formulate explanations 

according to these patterns. The researchers further approach the data without preconceived 

ideas, and rather let their empirical data decide which direction to take and which questions to 

further analyze. Deduction refers to the process of developing testable hypotheses from 

general theories, and then seeking to falsify them (Kvale & Brinkmann, 2015, p. 224). One 

may therefore say that the inductive approach moves from empirical data to making 

hypotheses and then connecting it to theory. The deductive approach and hypotheses are 

based on theories that the researchers then aim to connect to the empirical data material. 

Nevertheless, the research process is often dynamic and many researchers therefore apply the 

abductive approach (Kvale & Brinkmann, 2015, pp. 224–225). Researchers that work 

abductively start inductively and build patterns, themes and categories based on the data that 

is collected. From this, they form more abstract units of information, moving back and forth 

between the categories and the empirical data that is collected. Then they work deductively, 

looking back at the data to decide if more evidence can support each theme or if they need to 
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collect more data (Creswell & Creswell, 2018, pp. 181–182). The researchers are therefore 

able to move from empirical data to theory and from theory to the empirical data. The 

empirical data and the theory mutually reinforce each other in the dynamic and abductive 

analyzing process (Johannessen, 2022, p. 2). It is challenging to point to one of the 

approaches and argue that I applied it to this present study. The research was initially based 

on didactic theory and from there I formed research questions regarding the EAL teachers’ 

experiences from online CLT during the pandemic. However, during the data collection 

process and the analyzing process, I further developed the research questions and moved back 

and forth between theory and the empirical data that I had collected, according to the 

abductive approach.   

 

3.2 Research design – choice of methods  

The second layer of the research onion, Research design, reflects the researchers’ choice of 

method (Saunders et al., 2019). The three main research approaches are qualitative research, 

quantitative research and mixed methods approach (Creswell & Creswell, 2018, p. 3).  

 

3.2.1 Qualitative and quantitative research 

Qualitative research collects data that is based on words from a small sample of individuals. 

The data is collected for instance through interviews with open-ended questions aiming at 

capturing the participants’ views, opinions and experiences. The qualitative research can also 

aim to explore a problem or develop a detailed understanding of a phenomenon (Creswell & 

Creswell, 2018, p. 40). Qualitative research intends to collect subjective experiences, opinions 

and feelings of individuals and “thus the explicit goal of research is to explore the participants’ 

views of the situation being studied” (Dörnyei, 2007, p. 38). The qualitative research collects in-

depth information from the small sample of participants (Creswell & Guetterman, 2021, p. 

239).  

Quantitative research, on the other hand, describes problems through analyzing trends and the 

relationship between different variables (Creswell & Guetterman, 2021, p. 37). The most 

prominent difference between qualitative and quantitative research is that the quantitative 

research method collects data through numbers rather than words (Creswell & Creswell, 

2018, p. 3). Creswell and Guetterman (2021) explain that another central distinction is that the 

quantitative method “collect numeric data from a large number of people using instruments 

with preset questions and responses” (p. 37).  



34 

 

3.2.2 The mixed methods approach 

Creswell and Creswell (2018) argue that the qualitative and the quantitative research 

approaches should not be considered rigid or distinct categories (p. 3). This is reflected in the 

“mixed methods research” which includes elements from both the qualitative research 

approach and the quantitative research approach. This means that mixed methods research, or 

mix methods design, collects both qualitative and quantitative data. This, in order to gain 

additional insight to a phenomenon which is not provided when only including one approach 

(Creswell & Creswell, 2018, pp. 3–4). This is also referred to as “data triangulation”, where 

the researchers collect different forms of data to research the same phenomenon and research 

questions (Creswell & Guetterman, 2021, p. 596). One benefit from including both a 

qualitative and a quantitative research approach to a study is that the limitations of one 

approach offsets the other. Qualitative research is designed to collect open-ended data 

presented through text, and quantitative research contributes mostly with closed-ended data in 

terms of numbers and statistics (Creswell & Guetterman, 2021, pp. 601–602). 

Another strength from including the mixed methods approach to a study is that it increases the 

generalizability of the results (Dörnyei, 2007, p. 46). Generalizability refers to the process 

where the researchers apply the results of a research to new and often larger contexts and 

situations. Qualitative research rarely aims at generalization, however, by including 

quantitative data more evidence is collected, which can contribute with results that can count 

for a larger population than the one included in the research (Creswell & Creswell, 2018, pp. 

199–202).  

In order to examine the research questions in this present thesis, I decided to apply a mixed 

methods approach, collecting both qualitative and quantitative data. I conducted six semi-

structured teacher interviews to collect qualitative data and a digital teacher questionnaire to 

collect quantitative data4. Dörnyei (2007) argues that “the understanding of the operation of 

complex environments - such as classrooms - lends itself to mixed methods research, because 

combining several research strategies can broaden the scope of the investigation and enrich 

the researcher's ability to draw conclusions” (p. 186). I have followed a “convergent mixed 

methods design” in the data collection process, where the qualitative and quantitative data 

was collected simultaneously and analyzed separately (Creswell & Guetterman, 2021, pp. 

 
4 The questionnaire in this thesis consists of closed-ended and open-ended questions, thus also collecting 

qualitative data. This if further elaborated on in chapter 3.3.2. 
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601–602). However, the analyzing process is more similar to the “exploratory sequential 

design” since I first analyzed the results from the qualitative interviews, before analyzing the 

questionnaire results. The categories and themes that I found when analyzing the interviews 

therefore became the “guideline” when analyzing the quantitative results from the 

questionnaire, something that is further addressed in chapter 3.4.1. This study mainly draws 

on the results from the qualitative data, more than it does the quantitative data. The 

quantitative data from the questionnaire is used to support or show contrast to the salient 

findings from the teacher interviews (Creswell & Guetterman, 2021, p. 605). This is also the 

rationale for presenting only some of the results from the digital questionnaire, where I 

include findings that resonate with themes and topics that the teachers addressed in the 

interviews. The digital questionnaire mainly collected quantitative data, however it also 

contributes with some qualitative data where the teachers produced text on open-ended 

questions. 

 

3.3 Data collection process  

The next layer in the research onion and the next step in the research process is Data 

Collection (Saunders et al., 2019). As already explained in chapter 3.2.2, both qualitative and 

quantitative data is collected in this study through teacher interviews and a digital teacher 

questionnaire. This subchapter will address how qualitative and the quantitative data was 

collected including the participants, materials and procedures. This thesis aims to examine the 

Norwegian upper secondary EAL teachers’ reported experiences from facilitating CLT to 

promote oral communicative competence in the online classroom, during the COVID-19 

pandemic. In order to do so, data is collected through six teacher interviews and a digital 

teacher questionnaire. The rationale for the choice of the methods is that this study examines 

something that has already happened, so I find it most fitting to focus on the teachers’ 

cognitions and experiences by collecting data through interviews and a digital questionnaire. 

The aim of this present thesis is not necessarily to generalize the findings, but to reveal the 

teachers’ experiences. Data triangulation have enabled the study to collect in-depth, 

qualitative data from a small number of teachers and also collect qualitative and quantitative 

data from a larger group of EAL teachers. 
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3.3.1 The teacher interviews  

Materials: Interview design  

The teacher interviews that were conducted were “semi-structured interviews”. Semi-

structured interviews include pre-prepared questions that guide the interviewer during the 

interview, something that gives structure to the interview (Kvale & Brinkmann, 2015). The 

interview is “semi-structured” since the interviewer does not have to ask all the questions to 

all of the participants, and there is also room to supplement the main questions with probe 

questions (Dörnyei, 2007, p. 136). Probe questions can for instance be “can you say 

something more about that?”, a question that the interviewer can ask the informant to pursue 

interesting answers, and therefore also gain more insight (Kvale & Brinkmann, 2015, p. 161). 

The interviewer can also ask follow-up questions through directing new questions to what has 

been said, or to show interest through pauses, nods or simply saying “mhm” (Kvale & 

Brinkmann, 2015, p. 161). The teachers that were interviewed in this study will mainly be 

referred to as “informants” (Kvale & Brinkmann, 2015, p. 113). 

The questions that were pre-prepared before the interviews is structured in an “interview 

guide”, attached in Appendix C. The interview guide served as the main research instrument 

in the qualitative data collection process, and the data is the recorded and subsequently 

transcribed interviews. The interview guide gave me, as the interviewer, an overview of the 

central questions and themes that I wanted to address in the interviews, and thus I made sure 

that nothing important was left out. The interview guide was also a great tool to use in the 

opening stages of the interviews, and also when concluding the interviews. It also contributed 

to make the transitions between different themes smoother (Dörnyei, 2007, pp. 136–137).  

The interview guide consists of the main themes and questions I aimed to ask the informants. 

The interview guide was divided in three categories: “introduction”, “reflections” and 

“conclusion”. The first category included information about the interview process and the last 

category opened up for the informant to contribute with additional information and ask 

questions. The category “reflections” consists of the main themes that I aimed to address in 

the interviews and central pre-prepared questions. The five main themes or categories are 

presented in the left column of the interview guide as: the teacher’s background and 

experience, the teacher’s beliefs, the teacher’s experiences from online English teaching, 

designing interactive tasks and activities in the virtual classroom, the teacher’s digital 

competence and use of ICT in the online learning. 
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The categories and questions in the interview guide are based on this thesis’ research 

questions, to make sure that I asked questions that actually examined the research questions 

(Kvale & Brinkmann, 2015, p. 158). The categories and its questions aimed to elicit insight 

into the teachers’ reported experiences related to different aspects of online EAL teaching 

during the pandemic, reflected in the main and subordinate research questions (presented in 

chapter 1.5). The first categories mostly functioned as a conversation starter and I also found 

it interesting to learn about the teachers’ background and beliefs and relate it to their 

perceptions of their own teaching practices. The other categories aimed at collecting data that 

reflected the teachers’ experiences from how the digital teaching format possibly affected the 

teacher role, classroom communication and the teachers’ choice and organization of tasks and 

activities in the online classroom.  

The interview guide presented in Appendix C illustrates that I included direct questions such 

as “Would you say that your online teaching reflected an interactive classroom, or do you 

believe that the students were more passive through the digital screen?” and indirect questions 

like “What do you believe engaged and motivated students to participate orally in the virtual 

classroom?” (Kvale & Brinkmann, 2015, p. 161). In qualitative interviews, the researcher asks 

open-ended questions so that the informants can create their own answers instead of being 

forced to choose between specific and predefined alternatives. This is beneficial because the 

researcher collects answers that are presented through text, which gives qualitative and in-

depth results (Creswell & Guetterman, 2021, p. 252). 

 

Participants  

Selecting informants to participate in interviews is referred to as “sampling” and is another 

crucial step in the data collection process. “Sampling” refers to the group or participants that 

is actually researched and “population” refers to the group of people whom the study relates 

to (Dörnyei, 2007, p. 96). I used “purposeful sampling” to find informants, which refers to the 

process where “researchers intentionally select individuals and sites to learn or understand the 

central phenomenon” that is considered information rich (Creswell & Guetterman, 2021, p. 

240). Before selecting participants, I clarified a central qualification that the informants had to 

meet in order to participate, based on what the study aim to research. This included that the 

teachers who participated had to be upper secondary EAL teachers in Norway, that 

experienced online teaching during the COVID-19 pandemic. 
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I employed “homogeneous sampling” strategy since I selected “certain sites or people because 

they possess a similar trait or characteristics”, which in this thesis mostly relates to the 

participants’ occupation (Creswell & Guetterman, 2021, p. 242). The informants also shared 

important experiences that are relevant to this study, which is teaching EAL online during the 

pandemic (Dörnyei, 2007, p. 127). Nevertheless, I find it important to address that 

“homogeneous sampling” does not mean that the teacher informants need to inhabit the same 

attitudes, experiences and perceptions of the online EAL teaching. The process of selecting 

participants also reflects aspects of “convenience sampling” since the participants needed to 

meet criteria such as geographical proximity and willingness to volunteer (Dörnyei, 2007, pp. 

98–99). Dörnyei (2007) argues that convenience sampling is not just based on who is 

convenient and easily accessible, but is also purposeful since the participants need to “possess 

certain key characteristics that are related to the purpose of the investigation” (p. 99). 

In order to reach out to the participants that met the requirements presented above, I 

formulated an email to a number of Norwegian upper secondary schools that are located in the 

same county, Vestland Fylkeskommune. The emails were sent in November 2022 and 

presented information regarding the purpose of the present master’s thesis, requirements for 

participating in the interviews, and a request to the school administration to forward the email 

to the relevant teachers. Then, the teachers that were willing to participate responded to me by 

email. There were six teachers in total that participated in the interviews, including both men 

and women. Table 1 below presents some general information regarding the six interview 

informants. 
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Table 1: Overview of the teacher interview informants 

 

Procedure 

The six teacher interviews were one-on-one interviews, which is a common interview design 

in educational research (Creswell & Guetterman, 2021, p. 252). One-on-one interviews last  

approximately 30-60 minutes (Dörnyei, 2007, p. 134). Table 2 presented below presents 

information regarding the interviews. The interviews were conducted face-to-face at a time 

and place convenient to the informants. The interview with Teacher F was conducted online 

through Zoom since the teacher had to stay home due to sickness. It was the teacher’s 

suggestion to do the interview online instead of postponing the interview to another day 

where we could conduct it face-to-face (Creswell & Creswell, 2018, pp. 188–189). 
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Table 2: Overview of the interviews 

 

I recorded the audio from the interviews using my personal phone to ensure that the data 

material was collected precisely. The audio recordings allowed me to transcribe the audio into 

written text to use in the qualitative data analysis. Elements such as the tone of the 

informants’ voices and when they paused during the interview are also aspects that were 

captured in the audio recordings for later analysis (Kvale & Brinkmann, 2015, pp. 204–205).  

In order to use the phone to do recordings of the interviews, I registered the thesis and a 

request to conduct interviews and recordings in Norwegian Center for Research Data (NSD) 

and in RETTE (System for risiko og ETTErlevelse) (see Appendix A for NSD evaluation). 

The recordings were stored in my UiB account in Google Drive as a data security measure, 

which the University of Bergen considers a safe space for storage, and were deleted from my 

phone after I transferred them to the account. The data transcriptions were also stored in the 

same account, that only I have access to. The transcriptions will be deleted when the master’s 

thesis is finalized. See chapter 3.6 for more details on ethical considerations regarding the 

data collection process.  

While conducting the teacher interviews, I mainly kept to the interview guide and I made sure 

to ask the most central questions to all the informants so that the data analysis process would 

be systematic. However, I included follow up questions, probing questions and sounds like 

“mhm” to acknowledge the informants’ answers and to minimize the interviewer’s voice. I 

also focused on setting a welcoming tone at the beginning of the interviews. I explained the 

purpose of the study and central themes that I would address, reminded them of the consent 

form they had signed beforehand, addressed the importance of confidentiality and opened up 

for the informants to ask questions. I also invited the informants to contribute with additional 

Participant (informant)  Interview length Words transcribed  

Teacher A 77 min 13.387 

Teacher B 44 min 7.564 

Teacher C 83 min 10.846 

Teacher D 57 min 7.368 

Teacher E 60 min 6.859 

Teacher F 64 min 9.781 
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information in the concluding stages of the interviews if they felt something was left out 

(Kvale & Brinkmann, 2015, pp. 154–155). Conducting qualitative interviews allowed me to 

have more control over the data collection process than in the quantitative strand of the study, 

since I could ask the informants specific questions and also follow up interesting statements 

and experiences. Likewise, the teachers could ask clarification questions or express if 

something was unclear (Creswell & Guetterman, 2021, p. 252).  

 

3.3.2 The digital questionnaire  

Materials 

Dörnyei (2007) writes that “survey studies aim at describing the characteristics of a 

population by examining a sample of that group” (p. 101). Creswell and Creswell (2018) 

explain that “a survey design provides a quantitative description of trends, attitudes and 

opinions of a population” (p. 147). The main data collection method in surveys are 

“questionnaire surveys” that I will refer to as “questionnaire” in this chapter (Dörnyei, 2007, 

p. 101). The questionnaire that was designed in this study was distributed online through 

Microsoft Forms. One of the strengths from including digital questionnaires is that it is 

efficient both in terms of time and materials. The digital questionnaire also provides high 

levels of anonymity since the respondents, referring to the teachers that participated, did not 

give away any personal or sensitive information (Dörnyei, 2007, p. 121). I also checked with 

the Data Protection Officer who confirmed that the University of Bergen allows Microsoft 

Forms as a tool to collect data, and that I could use it to collect data through a digital 

questionnaire. 

The digital questionnaire is organized with a title that reflects the main topic, two paragraphs 

describing the aim of the study, some general information and instructions regarding 

participation and a sentence showing gratitude to the participants (see Appendix E). The 

questions are further divided into five sections which reflect the five main topics addressed in 

the questionnaire, the same as the main topics presented in the interview guide (see chapter 

3.3.1 for a specification of the topics) (Dörnyei & Taguchi, 2010, pp. 18–21).  

Questionnaires can consist of factual questions, behavioral questions and attitudinal 

questions. Factual questions relate to facts about the respondents such as occupation, 

education and level of language learning history. Behavioral questions concern the 

respondents’ actions, habits and lifestyle, and attitudinal questions seek to discover the 
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respondents’ attitudes, beliefs, opinions, values and interests (Dörnyei, 2007, p. 102). The 

digital questionnaire includes all three question types, where question 1-5 and question 10 are 

factual questions (see Appendix E). However, the majority of the questions were behavioral 

and attitudinal. The rationale for this is that the research questions are concerned with the 

teachers’ perceptions and experiences from online teaching. The attitudinal questions are 

especially reflected in questions including rating-scales or a “Likert scale”.  

The majority of questions in questionnaires aim to collect quantitative data, however inclusion 

of open-ended questions can contribute with qualitative data (Dörnyei, 2007, p. 121). 

Question: 2, 9, 11, 13, 14, 16, 17, 19, 20, 22, 23, 27 are all open-ended questions and the 

teacher respondents were told to “write in your answer” with their own words in the textbox 

following the questions thus providing qualitative data. The remaining questions were closed-

ended questions, which means that the respondents were provided with ready-made answers 

to choose from, and the teachers put an X on the box or boxes that had the alternative that 

resonated best with their experiences or beliefs (see for instance question 6 in Appendix E). 

The closed-ended questions collected quantitative and numeric data since the respondents 

could not answer by producing writing or text (Dörnyei & Taguchi, 2010, p. 26). Dörnyei and 

Taguchi (2010) argue that one major advantage of closed-ended questions is that the coding 

process leaves no room for subjective interpretations, consequently strengthening the validity 

of the research (p. 26). Nevertheless, in order to avoid that the respondents did not find 

suitable alternatives to answer, I added an open-ended alternative “other” to question 5, 10 

and 15. 

Dörnyei (2007) points to “Likert scale” as the most common closed-ended questions in 

questionnaires. These are characteristic statements that respondents are told to indicate to 

what extent they “agree” or “disagree” with the statements (pp. 105-106). Question 8 in 

Appendix E is a Likert scale question: “Please select the box that corresponds with your 

personal view and experiences according to the statements presented below.” The predefined 

responses ranged from: “strongly disagree” – “disagree” – “neutral” – “agree” – “strongly 

agree”. Dörnyei and Taguchi write that it is most common to include 5 response options on 

the Likert scale (2010, p. 28). Question 24, 25 and 26 in the digital questionnaire are numeric 

rating scales, where the teacher choose a number from 1-10 that corresponds best with their 

personal view and experiences from each of the statements presented (Dörnyei & Taguchi, 

2010, p. 31) 
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In order to make sure that the digital questionnaire examined what I aim to research in this 

thesis, I had to operationalize the theoretical concept in the questions (Creswell & 

Guetterman, 2021, p. 178). In order to do so, I included questions that related to the teachers’ 

perceptions of their EAL teaching before, during and after the pandemic, so that I could 

identify whether the teachers report that they applied different teaching methods or facilitated 

different skills and aspects of language learning in the face-to-face teaching versus in the 

online teaching. By asking specific and narrow questions in the questionnaire, I was able to 

collect measurable data on the different variables such as the teacher’s role, the classroom 

communication, the facilitation of tasks and activities online, the teachers’ reflections on 

promoting oral communicative competence online et cetera (Creswell & Guetterman, 2021, p. 

38). By asking questions that revealed the teachers’ attitudes and beliefs regarding teaching 

the English subject, and also by including questions that related to their perceptions of their 

physical and online classroom practices, I was also able to look into how their beliefs related 

to their reported perceptions of their classroom teaching.  

 

Participants 

There are two main strategies in qualitative sampling, namely “probability sampling” and 

“non-probability sampling”. In non-probability sampling the researcher selects participants 

because they are available and participants that represent some characteristics that are relevant 

to the study (Creswell & Guetterman, 2021, p. 173). The participants in this study were 

selected through “convenience sampling” which is a non-probability sampling strategy and 

the most common strategy in second language research (Dörnyei & Taguchi, 2010, p. 61). 

The participants were selected on the basis of availability, nevertheless the teachers were 

required to have experience from online EAL teaching at a Norwegian upper secondary 

school during the COVID-19 pandemic. The extent of generalizability is considerably lower 

in non-probability sampling, however the aim of this study is not necessarily external 

generalization where one states that the findings in the research apply for other people, 

situations and settings. This research rather leans towards internal generalization, where the 

qualitative findings generalize within the setting and population that is researched (Dörnyei, 

2007, p. 59). The relatively low participation rate in the questionnaire, including 20 teacher 

respondents, also makes external generalization more challenging. 
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Procedure:  
 

The digital questionnaire was sent through email to the same school administrations that 

received the teacher interview request. The email included information regarding the topic 

and aim of the study and what participating entailed. It also included a written information 

document, available in Appendix D. In addition, I distributed the email to around 40 

additional upper secondary schools across Norway. I also sent a request to three different 

Facebook groups for Norwegian upper secondary English teachers, where I explained the 

criteria for participating and attached the information document. This most likely contributed 

to a higher response rate, nevertheless this can also result in the researcher having less control 

whether the participants meet the desired characteristics and criteria for participating 

(Dörnyei, 2007, p. 99). The teachers had approximately three weeks to answer the 

questionnaire, in January 2023. 

The digital teacher questionnaire contributes with both quantitative and qualitative data to the 

study, since data is collected through numbers and text. One of the strengths from including 

quantitative research is that it provides reliable, controlled and valid data (Dörnyei, 2007, p. 

34). Questionnaires also allow the researcher to collect a relatively large amount of data in a 

relatively short time period (Dörnyei, 2007, p. 115). 

 

3.4 Data analysis process  

The inner layer of the research onion illustrates the data analysis process which is the last step 

in the methodological process (Saunders et al., 2019). In this subchapter, I will address the 

data analysis processes in this study, concerning the teacher interviews and the digital 

questionnaire.  

 

3.4.1 The teacher interviews 

After collecting the qualitative data from the teacher interviews using audio recording, the 

next step was to transcribe the audio into text (Creswell & Creswell, 2018, p. 194). 

Brinkmann and Kvale (2015) write that “transcribing interviews from an oral to a written 

mode structures the interview conversations in a form amenable to closer analysis and is in 

itself an initial analytic process” (p. 206).  

I made sure that the respondents did not give away any sensitive information in the interviews 

since the interviews were recorded. The informants were also given a pseudonym each in the 
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transcriptions, where “Teacher A” is the first teacher that was interviewed and “Teacher F” is 

the last teacher that was interviewed. This will be further addressed in chapter 3.6. I aimed to 

be very precise in the transcription process and wrote down the exact words and sentences 

that the informants stated to provide an accurate analysis. If I was unsure of what the 

informants were saying, I listened to the recordings multiple times and made a mark in the 

transcriptions when the informant’s voice was unclear for instance due to background noise. I 

also made the decision to transcribe the interviews verbatim, however some of the “mhm” are 

excluded in sentences when they seemed superficial and overly repeated. The data is 

transcribed into 105 pages with approximately 55.000 words, see Figure 2 presented in 

chapter 3.3.1 for more detailed descriptions. See Appendix F for the six teacher interview 

transcriptions.  

The next step in the analysis process was coding the qualitative data that was collected from 

the teacher interviews (Creswell & Creswell, 2018, p. 194). The most common way of 

analyzing quantitative data is coding through the computer (Kvale & Brinkmann, 2015, p. 

226). Coding is the process of labeling text to form descriptions and themes in the data 

(Creswell & Guetterman, 2021, p. 279). First, I read through all the transcribed data while I 

underlined and highlighted quotations in the color green, that seemed relevant to further 

investigate. Second, I read through the data with the highlighted quotations in mind to form 

categories based on the central findings. The categories are based on the research questions of 

this study, and are as follows: 

 

1. The teachers’ experiences related to the shift to online language teaching 

2. The impact of the digital teaching format on the facilitation of oral skills 

development 

3. The impact of the digital format on the teacher role and classroom communication 

4. Factors impacting the organization and choice of tasks and activities in the online 

classroom 

5. Strengths and limitations of online EAL teaching 

 

The categories that are defined in the coding process appear as major findings in qualitative 

research and are often reflected in the headings of the “findings section” of the study 

(Creswell & Creswell, 2018, p. 194). This also relates to this present thesis, where the five 

categories presented above are reflected in the headlines 4.1.-4.5. Interpretation of meaning 



46 

 

and themes in qualitative research involves a number of processes. Chapter 4. presents the 

analyses from the teacher interviews and the digital questionnaire. The chapter summarizes 

and compares the findings by looking at similarities and contrasting findings and then relating 

it to the study’s theoretical background.  

 

3.4.2 The digital questionnaire  

The quantitative data from the digital teacher questionnaires was collected through Microsoft 

Forms. The questionnaire consisted of both open-ended and closed-ended questions, therefore 

both qualitative and quantitative data was collected. The closed-ended questions were 

presented in Likert scales, numeric scales and in questions where the respondents were told to 

choose among given alternatives, which resulted in numeric data. The Microsoft Forms 

application is constructed so that the respondents’ results are automatically presented in 

different charts, like the pie charts presented in Chapter 4. The charts present statistical data, 

however, I did not conduct a statistical data analysis when analyzing the qualitative data 

mainly because of this thesis’ main focus on qualitative data and also due to a relatively low 

participation rate. The respondents’ answers were also automatically presented in an excel 

document. As I have already described in chapter 3.2.2, the categories presented in chapter 

3.4.1 that emerged from the interview analysis, functioned as a “guideline” when analyzing 

the data from the questionnaire.  

 

3.5 Research validity and reliability  

“Validity” and “reliability” are two integral aspects of research and are therefore important to 

address in the methodology chapter. Validity refers to whether statements are perceived as 

truthful, accurate, correct and authentic (Creswell & Creswell, 2018, p. 200; Kvale & 

Brinkmann, 2015, p. 282). Validity in qualitative research is “based on determining whether 

the findings are accurate from the standpoint of the researcher, the participants, or the readers 

of an account” (Creswell & Creswell, 2018, p. 199). Research validity is also defined as the 

meaningfulness of the interpretations that the researchers make, based on observations and the 

extent that these findings generalize beyond the study (Dörnyei, 2007, p. 52). Kvale and 

Brinkmann (2015) explain that validity must be taken into consideration from the initial 

stages of collecting data through interviews, when transcribing the data and when analyzing 

them (pp. 283-284). 
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Dörnyei (2007) argues that “improving the validity of research has been at the heart of the 

notion of triangulation” (p. 45). Triangulating data through the mixed methods design can 

therefore increase the validity of a study (Creswell & Creswell, 2018, p. 200; Creswell & 

Guetterman, 2021, p. 297). I believe that the inclusion of open-ended questions in the digital 

questionnaire contributes to strengthening the validity of this research, especially in regard to 

the qualitative data that is collected. Findings that are obtained through multiple methods can 

also increase the generalizability and the external validity of the results. Research has 

“internal validity” if the findings are based on the measurements of variables in the study and 

“external validity” refers to whether the findings are generalizable (Dörnyei, 2007, p. 46). The 

overall aim of this research is not to achieve generalization or external validity. However, the 

twenty teachers that participated in the questionnaire and the six teachers that were 

interviewed contribute to increase the overall validity of the research. Consequently, it also 

provide insight into their experiences from teaching EAL during the COVID-19 pandemic. 

The interviewer also needs to be aware of how the validity of the research can be affected by 

the questions that are raised in the interviews. The wording of a question can affect the 

informants’ answers and thus also affect the validity of the data, and the researcher should 

therefore avoid raising leading questions. The researcher’s responses and reactions to the 

informants’ answers can also act as either positive or negative reinforcers and thus affect how 

the informants respond in the interview (Kvale & Brinkmann, 2015, pp. 199–201). I believe 

that I manage to maintain an objective role as an interviewer, nevertheless in the effort of 

trying to minimize my own voice during the interviews, I often responded with positive and 

interesting “mhm” to the respondents’ answers. This could possibly affect the teachers’ 

answers and formulations in the interview situations. I further suggest that the question 

formulations in the interview guide overall reflect neutral and objective questions (see 

Appendix C). 

The researcher has to be particularly aware of and transparent when it comes to possible bias, 

including selection bias (Creswell & Guetterman, 2021, p. 40). The selected participants, with 

certain characteristics, can predispose them to have a specific outcome, so by randomly 

selecting participants there is less threat to the study’s internal validity (Creswell & Creswell, 

2018, p. 170). I therefore sent the request to the teachers to participate in the teacher 

interviews to Norwegian upper secondary school administrations so that they could forward 

the email to the relevant teachers and arguably avoid selection bias. Further, Teacher B 

wanted to conduct the interview in Norwegian, so I had to translate the transcribed data from 
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Norwegian to English in the teacher’s quotations presented in Chapter 4. This could possibly 

affect the accuracy of the data, however I tried to translate the interview answers without 

changing what the informant wanted to convey. 

The researcher often has little opportunity to double check the validity of the findings in 

questionnaires, mostly due to the lack of contact between the researcher and the respondents. 

The respondents can for instance misunderstand questions which can ultimately affect the 

research validity (Dörnyei & Taguchi, 2010, pp. 7–8). I believe that the mixed methods 

research design, including interviews and the questionnaire, strengthens the overall validity of 

this study. In addition, the inclusion of open-ended questions where the informants could 

express their answers, opinions, experiences, and even express confusion regarding a 

question, also increase the research validity. However, Question 12: “Do you believe that the 

shift to digital teaching resulted in less oral student communication and participation?” can 

come across as a leading question since it only offers a “yes/no” answer. Despite this, other 

questions related to the topic are open-ended and the respondents could therefore elaborate on 

their answers in the textboxes. The fact that a couple of the teachers did not answer all of the 

questions in the questionnaire may affect the internal validity of the study. This is further 

addressed in chapter 4.2.1. However, the overall findings and trends from the questionnaire 

are seemingly unaffected by this.   

Reliability refers to the consistency of the research findings and is related to whether the 

findings are reproducible at other times, conducted by other researchers. This concerns 

whether informants will change their answers if they were to participate at another time and if 

they were interviewed by another researcher (Kvale & Brinkmann, 2015, p. 281). I followed 

the questions in the interview-guide for each of the interviews, which arguably contributed to 

strengthen the internal reliability of the interviews, meaning that the questions all measured 

the same phenomenon. I also believe that the interview guide is formulated in a way that the 

study would generate the same, or similar results, if it was conducted at another time with 

other informants. Dörnyei and Taguchi (2010) write that questionnaires that have 50+ 

respondents are likely to provide significant results (p. 62-63). One can therefore argue that 

more participants would add to the reliability of this study, however I believe that the mixed 

methods design strengthens the overall reliability and stability of this study. Quantitative 

research is however inherently subjective, interpretive and time- and context bound (Dörnyei, 

2007, p. 54). I argue that the methodological design would give the same data and results at 
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other times, nevertheless the interpretations of the data are inevitably subjective and can 

therefore always vary.  

 

3.6 Ethical considerations  
 

Researchers need to take into account the possible ethical issues that may arise during the 

research processes (Creswell & Guetterman, 2021, p. 88). First and foremost, the master 

students at the University of Bergen are required to follow the ethical and legal guidelines for 

conducting research, which included registering the project in NSD and RETTE. I started the 

registration process of this study in the fall semester of 2022. Here, I explained the aim of the 

project and provided important documents, including the written information letter to the 

participants, the semi-structured interview guide and the digital questionnaire (see the 

Appendices). Another central aspect of the researchers’ ethical considerations is to provide 

the participants with an informed consent form, a form that includes the aim of the research, 

explaining what participation entails and that participation is voluntary and that the 

participants can withdraw at any given time. The participants who agree to participate, sign 

the document and the researcher must always protect their rights (Creswell & Guetterman, 

2021, p. 176; Kvale & Brinkmann, 2015, p. 93).  

The written information document (in Appendix B) was attached in the email that was sent to 

the upper secondary school administrations. The teachers that volunteered to participate then 

signed the informed consent form, that was included in the written information letter, before 

conducting the interview. I also confirmed that all of the participants had signed the document 

at the beginning of each interview and that they understood what participation entailed, and I 

also opened up for questions regarding participation. One ethical challenge that often arises in 

research is concerning the decision of how much information should be included regarding 

the project to avoid response bias. I decided to include some general information regarding 

the study’s topic and the preliminary research questions since I did not considered this as 

leading information (Dörnyei, 2007, p. 65). 

The written information document also addressed confidentiality, where I explained that 

private data that could identify the informant, such as their names and workplace, would not 

be disclosed and the participant will not be recognizable in the transcriptions or in the thesis 

(Kvale & Brinkmann, 2015, pp. 94–95). The interview questions do not collect any sensitive 

information regarding the participants, which contributes to maintain confidentiality. As 
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addressed in chapter 3.4.1, the teachers were each given a pseudonym to keep their identity 

anonymous. The request to participate in the questionnaire also included a written information 

document (Appendix D) and the respondents consented to participate by answering “yes” on 

question 1 (see Appendix E). Participation in the questionnaire was anonymous and the 

respondents entered the digital questionnaire through a hyperlink. The questionnaire did not 

ask for any sensitive information that could reveal the identity of the respondents. It is a 

common thought that the respondents provide more accurate and honest answers when the 

questionnaire is anonymous (Dörnyei & Taguchi, 2010, p. 17).  

I also find it necessary to address the researcher’s reflexivity as a central ethical consideration 

in the data analysis process. The researcher needs to be aware of how his/her background and 

previous experiences may influence the evidence and themes that the researchers include from 

the data to answer the research questions (Creswell & Creswell, 2018, pp. 183–184). I argue 

that since I have very limited experiences from teaching English, and since I have not taught 

EAL online, I was able to take on an objective researcher role. 

 

3.7 Possible limitations of the methods and material 

I have already discussed benefits and limitations related to the qualitative and the quantitative 

approach of my study throughout Chapter 3. I also addressed some potential challenges that 

concern the validity and reliability of the research, and measures that I have made in order to 

limit these challenges. This thesis examines Norwegian upper secondary EAL teachers’ 

reported experiences from facilitating CLT related to oral communicative competence 

through an online teaching platform, during the COVID-19 pandemic. It is a relatively small 

number of teachers that participated in the study, so their experiences are not necessarily 

representative of other EAL upper secondary teachers’ experiences from online teaching. The 

interview informants were sampled through homogenous sampling, and English teachers at 

other levels were not included. Thus, findings from the interviews may not be applicable to 

for instance secondary school teachers or teachers that work at schools outside of the county 

that is included.  

The digital questionnaire opened up for teachers from across the county to participate. The 

convenience sampling process was therefore not limited by geographical proximity in contrast 

to the sampling in the teacher interviews, but was based on the participants’ willingness to 

participate. I have already argued that this study does not necessarily aim to generalize its 
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findings to a larger population, but to bring to light how teachers experienced online teaching 

during the pandemic. The findings from this study can therefore contribute to a relatively new 

area of educational research. The qualitative data that is collected from the six teacher 

interviews, especially contribute to bring to light the teachers’ reported experiences. 

Another possible limitation is related to the formulation of the questions in the teacher 

interview guide and in the digital questionnaire. The formulations of the questions could 

possibly affect the teachers’ answers and therefore also the results since it is not always clear 

that the focus is on oral aspects of language teaching. However, I believe that I made sure to 

explain that the focus was on the students’ development of oral communicative competence to 

avoid any unclarity in the interviews. 
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4. RESULTS AND DISCUSSION 
 

This chapter will first present the results from the analysis of the six teacher interviews and 

the digital teacher questionnaire. The subtitles of this chapter are based on the five categories 

which emerged out of the analysis. The presentation and discussion of the findings aim to 

reflect both overall trends and discrepancies in the teachers’ perceptions of their online 

teaching experience. As already addressed in Chapter 3, the present thesis mainly draws on 

the data collected through the six teacher interviews. This chapter therefore includes findings 

from the digital questionnaire that are directly related to what the teachers addressed in the 

interviews. Consequently, interview and questionnaire results are presented thematically 

rather than separately. 

 

The findings from the teacher interviews are presented through illustrative quotations drawn 

from the written transcripts. The teachers were given pseudonyms to keep their identity 

anonymous, where the first teacher is named “Teacher A”, the second teacher is named 

“Teacher B” et cetera. As discussed in Chapter 3, Teacher B was more comfortable in 

conducting the interview in Norwegian, so the quotations that are included from that specific 

interview have been translated from Norwegian to English. The digital questionnaire consists 

of both open-ended and closed-ended questions, bringing a qualitative and a quantitative 

element to the study. The findings from the digital questionnaire are presented through charts 

based on the close-ended questions and quotations from the participants’ responses to the 

open-ended questions. Teacher quotations drawn from the digital questionnaire are marked 

with a number ranging from 1-20, according to the 20 teacher respondents who participated.  

This chapter will also discuss the central findings in light of the theoretical framework 

presented in Chapter 2. The research questions first and foremost aim to shed light on how the 

teachers experienced facilitating CLT to promote oral communicative competence in the 

online classroom. This includes whether and how the digital teaching platform affected their 

facilitation of communicative tasks and activities, how it affected their online teacher role and 

the online communication. This study also aims to investigate the teachers’ perceptions of 

pedagogical strengths and limitations related to the online teaching format.  

 

 



53 

 

4.1 The teachers’ experiences related to the shift to online 

language teaching  

The teachers had mixed experiences related to the shift from teaching English in the analog 

classroom to an online teaching format during the pandemic. Findings from the interviews 

show that, for some teachers, this change came along with feelings of eagerness to engage 

with the digital teaching platform. The main challenge that the teachers addressed regarding 

the shift is related to technological aspects, including how technology negatively affected the 

teachers’ communication and interaction with the students. Teacher C reported that: 

 

Teacher C 

I was excited, I considered that a good opportunity to try something new […] I have 

made videos before, used that in my class, instructional videos. So I kind of thought 

‘yeah, it’s the same!’, but maybe we do it live, so let’s try! We have worked with tasks 

digitally, so it’s not a problem.  

 

Hampel (2006) explains the importance of adapting the task design according to the medium, 

and that the task design suitable for face-to-face teaching may not be sufficient in the digital 

classroom. In contrast, Teacher C’s experience on the transfer to online teaching reflects a 

mindset that the use of technology and task design in face-to-face teaching is compatible with 

online teaching. The teachers that participated in the questionnaire were mostly hesitant 

towards the shift to online teaching, but an exception is teacher 4 who responded this on 

question 9: “I found it to be a lot of fun! Finally I could be more creative”. Teacher A, on the 

other hand, contributes with a more negative outlook on the shift to online teaching:                                                                                           

 

Teacher A 

It’s a regressive shift, in my mind. It has some values, like any technology has values, 

and potential values depending on how you use the tool. But basically, for this teacher 

and my generation and my values it is regressive. It’s “a necessary evil”, is how I 

would describe working with human being via, you know, technology interposed 

between myself and another human being, that’s a regression. 

 

This quote reflects how some of the teachers experienced CMC as limiting their interactions 

with the students. Hampel and Hauck (2004) suggest that CMC can function as an ideal 
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medium for interaction between the students and the teachers, however Teacher C’s attitudes 

towards technology indicates that the teacher does not value the potential of the teaching 

medium. Teacher B and Teacher E point to similar experiences from transferring their 

teaching online: 

 

Teacher B 

For me, I feel that that when I was a teacher student, we were presented with a lot of 

new challenges, so seen from that perspective, it was not really a problem! […] The 

hardest thing was probably to connect with the students, right, in the classroom you 

are so used to seeing them, but online it was more ‘do you get online?’, ‘have you 

checked the internet?’, so more technical aspects, at least in the start. 

 

Teacher E 

It was, at first you sort of just had to try to keep your head over water and to, at first 

you wanted to just make sure that everyone knew how to sort of use the, to use Teams, 

to be able to log on. So you spend, you maybe spend a little bit too much time getting 

everyone aboard! And yes, it was a bit difficult at first, because you cannot do exactly 

the same thing that you would do in a classroom, online! […] I could not see them, I 

could not really tell if they were there! 

 

The teachers’ experiences reflect Drigas and Charami’s (2014) view that the shift to online 

classroom language teaching brings new technological aspects to the teacher role. This also 

relates to Hampel and Stickler’s (2005) “Skills pyramid” which highlights the need for online 

teachers to acquire technical competence and be able to deal with both strengths and 

limitations of the digital medium. Another central aspect reflected in the two teacher 

quotations presented above, is that the teachers point out that they could not see their students 

online like they could in the analog classroom. The lack of eye contact will be further 

addressed in chapter 4.3.1 as it is a recurring theme in the data.  
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4.2 The impact of the digital teaching format on the facilitation of 

oral skills development 

4.2.1 A shift in focus from oral skills to writing skills 

The interviews and questionnaire show that with the transition from in-class English teaching 

to virtual teaching, also came a shift in focus with regards to the basic skills the teachers 

promoted. An interesting finding was a clear tendency to favor oral skills in the physical 

classroom and writing skills in the online classroom. Teacher D, who started the teaching 

career in online teaching during the pandemic, explained: 

 

Teacher D 

There is a clear divide between the face-to-face teaching in the classroom and the 

digital classroom, because I remember, when I look back at my lesson plans, and the 

amount of texts that I received, they are far greater during the pandemic, then now. In 

the classroom now, I engage more in classroom debates, I try to make them have 

group discussions, where they reflect on a subject.   

 

The fact that Teacher D reportedly favored student production of writing skills in the online 

classroom, and facilitated group work promoting oral interaction in the face-to-face teaching 

after returning to the physical classroom, indicates that the focus on writing was directly 

related to the online teaching format. CLT supports student interaction and active language 

use in language learning, which often takes place through group work and collaboration 

(Richards & Rodgers, 2014, p. 97). The digital teaching format seemingly limited the 

teacher’s facilitation of CLT that enabled students to communicate orally.  

Teacher C was also asked which of the basic skills they usually favor in face-to-face teaching, 

and answered similarly to Teacher D: “Oral skills! I think. […] I like students do discuss, I 

like them to have conversations spontaneously or organized, and it’s often the case that they 

find it a bit more enjoyable as well”. Based on this quote, it seems like Teacher C promoted 

oral aspects of CLT in the face-to-face teaching, since spontaneous conversations are a 

common way for the students to practice their language fluency (Richards & Rodgers, 2014, 

p. 97). The teachers were also asked which of the basic skills they favored when teaching 

online: 
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Teacher B 

It was more focus on the writing skills, because it was difficult to get the students to 

talk in this platform! […] because you can’t plan ‘when can I say this?’, right? So it 

became more unnatural.  

[…] It’s easier to do things in writing and to assess writing skills, so online I focused 

primarily on that. 

 

Teacher C 

Reading and then comprehension skills, writing skills. I think that received a greater 

attention at that period, because it was very, ehm, not tiring, but it was, it took a lot of 

energy to work orally in that period, I think! Ehm, so, yeah, receptive skills, reading 

skills and writing skills as well. So I think that received a lot of attention. But when 

you came to the vocational, I think the vocational class, I focus more on oral skills. 

 

A commonality in the findings related to the promotion of writing skills in the online 

classroom is that it was seemingly because of convenience. Indeed, the teachers report that 

they promoted writing skills online because “it’s easier” (Teacher B) and that working orally 

“took a lot of energy” online (Teacher C), rather than based on conscious pedagogical 

reasoning.  

 

Despite the tendencies towards favoring writing skill online, Teacher C expressed that they 

promoted oral skills in the vocational studies in the virtual classroom. Teacher C’s rationale 

for promoting oral skills in the vocational studies and writing skills in the general studies 

online is based on what the students will use their English for later. The teacher reported in 

the interview that vocational students are more likely to use English orally after graduating, 

thus the teacher aimed at promoting oral skills also in the online classroom. The teacher’s 

attitudes presented here reflect central principles in the CLT approaches, which suggests that 

students should use the English language through communicative and authentic situations, 

that they also will benefit from outside of the classroom and in their future work life 

(Richards & Rodgers, 2014, p. 90). This is also reflected in the English competence aims for 

vocational studies, expressing that the students shall be able to use terminology appropriate 

for the trade (Ministry of Education and Research, 2019c).  
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The trend of favoring oral skills in the physical classroom and writing skills in the online 

classroom is also reflected in the results from the digital teacher questionnaire. Results 

presented in Figure 2 below show that the majority, with 60% of the EAL teachers, reported 

that they prioritize oral skills in the face-to-face teaching. Further, 30% of the teachers 

reported that they facilitate writing skills and 10% that they promote reading skills in their 

face-to-face teaching.  

 

 
 

Figure 2: Distribution of the teachers' prioritization of basic skills in face-to-face teaching, N = 20 

 

The teachers were then asked which of the basic skills they favored in their online teaching 

during the COVID-19 pandemic. Figure 3 presented below indicates that the majority of the 

teachers with, 61%, reported that they emphasized writing skills in their online teaching. 33% 

of the EAL teachers reported that they facilitated oral skills online, and 6% highlighted 

reading skills.  

 

 
Figure 3: Distribution of the teachers' prioritization of basic skills in the online teaching, N = 18 
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This clearly aligns with the results from the teacher interviews indicating that the majority of 

the teacher informants facilitate oral skills in their face-to-face teaching whereas they 

promoted written skills in their online distance teaching. As the sample population number 

indicates (N), there were two respondents that did not answer question seven. This is further 

addressed in the methodology Chapter 3. It is also of importance to explain that six of the 18 

respondents that answered both questions chose “oral skills” in response to question 6 and 

“writing skills” in response to question 7. To rephrase, 33,33% of the respondents reported 

that they went from promoting oral skills in the physical classroom to writing skills in the 

online digital classroom.  

This tells us, based on what the teachers reported, that not all of the teachers that promoted 

oral skills in the physical classroom shifted to promoting written skills online during the 

pandemic. However, the results still illustrate that there is a general trend among the EAL 

teachers where the majority emphasize oral skills in face-to-face teaching and written skills in 

the online classroom. Writing skills is also considered part of the speaker’s communicative 

competence, however the present thesis focused on the promotion of oral communicative 

skills in the online classroom. Therefore, the results do not suggest that the teachers focused 

less on promoting communicative competence online, but they illustrate how the majority of 

the teachers arguably promoted written aspects of communicative competence online, and 

oral aspects of communicative competence in the physical classroom. 

Despite this, as Figure 4 below illustrates, results from question 18 in the digital questionnaire 

indicate that 90% of the teachers agreed that students can learn how to communicate orally in 

English through a digital teaching platform. These findings suggest that the majority of the 

teachers believe that students can communicate using the English language also through a 

digital teaching format. Nevertheless, it seems based on what the teacher report, that writing 

skills were promoted in the online classroom. 
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Figure 4: Distribution of the teachers' beliefs regarding students' acquisition of English speaking skills 

online, N = 20 

 

4.3 The impact of the digital format on the teacher role and 

classroom communication  
 

Findings from the teacher interviews and questionnaire also illustrate how the majority of the 

teachers reported a loss of teacher flexibility, contact with the students, overview and 

possibility to monitor the students’ learning process in the online classroom. The teachers first 

pointed to lack of overview in the online classroom as a consequence of communicating 

through a screen: 

 

Teacher F 

And then I walk around in class and I can look at my students, I can see if they are 

paying attention or not, I can adjust accordingly! Like if I see that they are falling 

asleep, then I’ll do something else, or if they are all entertained, they are interested in 

what I’m talking about then I can go on. And I lost that control online, cause I could 

not look them in the eyes.  

 

Teacher E explained that “[…] if I had been able to see them, I could, maybe have seen like a 

confused glace, stare or right? But you can’t really… so that sort of, the main problem, or not 

problem, main challenge with online teaching”. Teacher 8 also reported a lack of overview 

and teacher monitoring in the online classroom “It was much more difficult to engage the 

students and to keep track of their level of engagement” (question 9, Appendix E) 
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The teachers all pointed to how the digital teaching format made it difficult to monitor their 

students and to adjust their teaching accordingly. Based on the teachers’ experiences, it is fair 

to suggest that this can eventually affect the students’ learning, progression and development. 

Teacher C expressed how the use of digital group rooms called “breakout rooms” contributed 

to a feeling of separation between the students and the teachers: “Not saying that you should 

supervise everything, and be in control all the time, but at those times it felt like, ‘ok, I’m 

really leaving you to your own devices now’”. The teachers further pointed to the screen as a 

barrier for oral communication in the online classroom, something that made two-way 

dialogue between the teacher and the students challenging: 

 

Teacher C 

I’m not a lecturing machine, who just wants to talk without any response. And the 

threshold of students to interact with me on the other side, looking through that black 

mirror thing, the screen, was much higher, so, yeah, it definitely changed. 

 

The changed online classroom discourse as a result of communicating through a screen is also 

highlighted in the digital teacher questionnaire, where the teachers were asked if they 

experienced that the classroom discourse changed when transferring to online teaching 

(question 11 in Appendix E). One of the participants responded:  

 

           Teacher 9 

Yes, it made it more difficult to communicate, both for me and the students. Most of 

the time the students’ cameras were off and I had no way of knowing whether anyone 

were listening to me or not. It was difficult to speak to a black screen with no form of 

feedback. The normal flow of a conversation was lacking because of lag and because 

you can’t see people’s faces and reactions. 

 

The CEFR Companion Volume expresses that communication that takes place through a 

machine will not be the same as face-to-face communication, which the teacher informants 

also emphasized during the interviews (Council of Europe, 2020, p. 84). The fact that the 

teachers reported that they experienced a changed classroom communication possibly also 

impacted the students’ ability to learn how to engage in oral communication and their 

opportunities to practice this in the online classroom, thus affecting their development of oral 

communicative competence.  
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4.3.1 Reduced non-verbal communication and student participation  

Another key finding in the interviews and in the questionnaire is related to how the teachers 

reported that they found oral communication through a digital teaching format to be 

challenging, since the non-verbal aspects of the oral communication were diminished due to 

the lack of camera use amongst their students. Teacher 19 explained that “[…] It is not 

possible to detect any non-verbal communication during communication through a screen.” 

(question 11 Appendix E). Teacher E also reported lack of non-verbal communication in the 

online classroom: 

 

Teacher E                                                                                                                       

So if you don’t have the camera, you can’t really, you can’t see the facial expressions, 

hand gesticulation. I mean so, yes, part of the communicative competence will sort of 

be more difficult. So it won’t be the same as if you are in-person.  

[…] I use my whole body when I speak, and the problem, or the challenge with 

people, with the students including body language, because not everyone was 

comfortable with the camera on. 

 

The students’ ability to adapt their body language according to contextual aspects is an 

integral part of sociolinguistic competence and thus development of oral communicative 

competence (Council of Europe, 2001, pp. 118–121). Teacher A also reported how the digital 

teaching format impacted the online classroom interaction. 

 

Teacher A                                                                                                                     

We are talking on […] the semiotic level here, right. So much of what we do, if you 

think about more deeply, it’s distance, objects between us, and something direct, 

whatever that is. But with the digital platform, that’s even exacerbated, you are into an 

even more, another level of “distantness” […] it’s a challenging situation, the 

“distantness” is increased… I’m seeing a kind of infinite regressive distantness. So 

there is levels of distantness, and the classroom is at least, some kind of a genuine 

centeredness. 

 

The teacher refers to a feeling of “distantness” between the teacher and the students as a 

negative consequence of the digital teaching format. Students shall through development of 
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sociolinguistic competence be able to adapt to contextual aspects when communicating orally 

with other participants. This includes for instance that they are aware of the appropriate 

distance between the participants communicating in different settings, referring to the term 

proxemics (Council of Europe, 2001, p. 89). This also relates to the competence aims in the 

English subject curriculum, which states that the students shall adapt their communication 

regarding the purpose, receiver and situation (Ministry of Education and Research, 2019b). 

The increased feeling of distance between the participants in the communication situation, 

seemed to be a factor that made it more difficult to adapt to contextual aspects and participate 

in oral communication in the online classroom. The screen reportedly functioned as a barrier 

for communication both for students and teachers, and the lack of non-verbal communication 

also arguably made oral communication more challenging.  

Consequently, the teachers’ experiences of a lack of non-verbal language online and an 

increased distance between the participants in the oral communication may also have made it 

challenging for the teachers to facilitate CLT that promotes development of oral 

communicative competence. Canale (1983) suggested that the use of non-verbal strategies can 

avoid communication breakdown and result in effective oral communication. Results 

presented in 4.3.1 suggest that the digital teaching format made it challenging for the 

classroom participants to use and detect non-verbal communication, which affected the oral 

communication online. 

Turn-taking is another central aspect of the students’ communicative competence, specifically 

their discourse competence (Council of Europe, 2020, p. 139). Turn-taking is also key in 

order for students to develop oral skills through listening, talking and engaging in 

conversations, and it is implied in the competence aims in the English subject curriculum 

related to oral skills, where students shall be able to maintain conversation (Ministry of 

Education and Research, 2019a). Teacher F addressed how the digital teaching platform made 

turn-taking challenging for their students, pointing out that: “I think more people hesitate to 

take their turn, perhaps, and it’s more natural you know, in the physical setting, anyway”. 

This view was mirrored by Teacher C: 

 

Teacher C                                                                                                                             

[…] when you start a conversation, you kind of often have to try again, like you try to 

get in there, but when you do that online, it’s just, there’s a mess, everything collapses 

almost! […] that whole mess of just jumping into conversations through a 
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microphone. And, so I think that changed for sure, and I can definitely see a difference 

in how students interact today, I think, because of this.     

                                                                                                                                  

These findings reflect Hampel’s (2006) argument that turn-taking is less straightforward in an 

online environment, mainly due to the lack of body language and eye contact. A reported 

consequence of this, related to the shift to a digital teaching format, is that the teachers  

experienced that the students became less orally active during the online pandemic teaching. 

Teacher C also emphasized how he experienced that students found it difficult to initiate 

conversations in the digital teaching format. Initiating, maintaining and ending conversations 

are all aspects of the students’ discourse competence and the speaker must master these skills 

in order to develop their oral communicative competence (Council of Europe, 2020, p. 139). 

The English subject curriculum in LK20 in general studies and vocational studies also 

emphasizes that the students shall be able to contribute with input during conversations with 

others (Ministry of Education and Research, 2019c). Taking this into consideration, 

communicating through a computer, reportedly also made it more difficult to contribute with 

input in oral conversations. 

Another trend in the interviews and questionnaire is that the teachers described the students as 

more passive and distracted in the online classroom, leading to a lack of student questions and 

feedback. This was addressed in the interview with Teacher A, who reported: “More 

tendencies towards, I don’t know passive, I would call it distractive. That’s the new global 

sickness, ‘digital distraction’ ”. Teacher B also addressed this explaining that “That was the 

worst, in relation to the digital teaching, when you entered the digital classroom and nobody 

talked, nobody replied, the students were all muted”. The lack of student participation and 

feedback is also reflected in the results from the teacher questionnaire (see Appendix E for the 

specific questions posed). Teacher 2 reported “After the first week or two, the classroom 

discussion disappeared, the students turned off their cameras and kept quiet, unless they were 

given very specific discussion tasks” and Teacher 19 similarly explained that “Students were 

not as present as in the classroom, it seemed they hesitated to talk on Teams and didn't ask as 

many questions as they do in face to face setting”. The lack of student participation is also 

reflected in Teacher 15’s answer “[…] the students got used to the style and learned how to 

stay passive it was harder to get them to participate”. 
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Results from question 9 in the digital questionnaire presented in Figure 5 below further 

illustrate the teachers’ perceptions of a more passive student role in the online classroom. 17 

out of the 20 teachers reported that the shift to online teaching resulted in less oral 

communication:  

 

Figure 5: Teachers’ perception of the students' oral participation online, N = 20 

 

The CLT classroom promotes active and collaborative students, where the teachers facilitate 

student participation through interactive tasks and activities (Richards & Rodgers, 2014, pp. 

98–99). Findings presented here indicate a shift towards more passive and less orally active 

students in the online classroom, which suggest that the teachers found the facilitation of  

CLT to promote the students’ development of oral communicative competence more 

challenging through a screen than in the physical classroom.  

 

4.3.2 A changed teacher role: from lecturer to facilitator  

Another finding regarding the online teacher role pertains to a reported shift from being a 

lecturer in face-to-face teaching to facilitator of learner-centered tasks and activities online. It 

seems like the teachers focused on facilitating tasks and activities as an effort to promote oral 

student participation. Teacher B addresses this by stating that: 

 

Teacher B  

I have transferred from teacher centered and using PowerPoint, to getting the students 

to work, figure out things themselves, while I lost that interactive role during the 

digital. So it was very hard to focus on, or to follow up on what they did, and it was 

much more ‘facilitating’. 
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By focusing on the challenges regarding the shift from teacher-centered to learner-centered 

teaching rather than considering this a positive change, Teacher B does not seem to recognize 

that the latter approach is central to CLT. As discussed in Chapter 2, CLT introduced a 

perspective on the teacher role as a facilitator of language learning rather than barely 

instructing and passing on knowledge (Lamy & Hampel, 2007, p. 61). Nevertheless, Teacher 

B also points to the loss of an interactive role as a negative consequence of online teaching. 

As noted by Lamy and Hampel (2007), language teachers can embody the facilitator role 

according to the CLT principles through being interactive and walking around in the 

classroom and supporting the students (p. 62). It seems like Teacher B found the digital 

teaching format as limiting their interactive teaching role.  

On the other hand, Teacher C and Teacher F offered an alternative view by acknowledging 

the positive effects of the change to learner-centered teaching: 

 

Teacher C 

[…] I started probably a bit more as a lecturer in the beginning and then started off as 

being just facilitator of not forcing you to do anything, but we are forced to think a bit 

for yourself, different, hopefully interesting and engaging tasks. 

 

Teacher F 

[…] I went away from having lectures online pretty quickly. That was exhausting for 

me and for them (haha), and boring. So I had them maybe study online, by themselves, 

and then they would have to go into groups and talk about it and do group work. 

 

These quotes are illustrative of how a reported change in the teacher role may have affected 

the promotion of CLT in the digital classroom, as the teachers found that being a facilitator of 

tasks and activities rather than lecturing resulted in more students talking and engaging with 

each other, thereby supporting the development of their oral communicative competence 

(Richards & Rodgers, 2014).  

Nevertheless, it appears from the teachers’ perceptions so far presented in this chapter that 

they experienced access to fewer semiotic resources and mediation tools in the online 

classroom versus in face-to-face teaching. Mitchell (2013) who takes a sociocultural 

perspective on second language learning, suggests language learning is socially constructed 

and dependent on face-to-face communication between students and peers (p. 222). The 
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results from the interviews and the questionnaire point to a decrease in oral communication 

and contact between students and teachers in the online classroom, and the teachers report this 

to be a direct result of the digital teaching format. Consequently, the teacher participants of 

this study found it more demanding to promote CLT through facilitating dialogical and 

interactive classroom situations and activities.  

 

4.4 Factors impacting the organization and choice of tasks and 

activities in the online classroom 

4.4.1 Digital competence and interest  

This thesis also aims to research what the teachers report about which factors had an impact 

on how they implemented tasks and activities that promote oral communicative competence, 

in the online classroom. Findings emerging from the analysis of the interview and 

questionnaire data show that some of the most frequent reported factors impacting the 

teachers’ choice of tasks and activities in the online classroom, were their digital competence 

and willingness to adapt to the digital teaching platform. Results from the teacher interviews 

also reveal that the teachers’ perception of their own digital competence and their attitudes 

towards technology in language teaching varies among the teachers. Teacher B, who taught 

vocational studies online during the pandemic, was asked whether they adjusted the tasks and 

activities when teaching through the online platform. The teacher reported that the teaching 

looked similar in the analog versus the digital classroom, and admitted that this was due to 

being “old and that’s why I’m not interested or particularly competent in technology, and I 

don’t even care about it either”. Teacher B also reflected on the lack of digital competence as 

having a negative impact on the extent to which there was focus on oral skills in the online 

classroom: 

 

Teacher B 

I am not that competent in learning how to manage new tools and applications and to 

make the students learn, so yes, for me it was more ‘I don’t have the capacity to do 

that’. So the oral part of language learning was postponed to when we came back to 

the face-to-face classroom. 

 

Hampel and Stickler (2005) suggest basic ICT competence and technical competence in the 

software as skills that the teachers need to possess y in order to facilitate student collaboration 
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and communicative competence online (p. 317). Seen from this perspective, the lack of digital 

competence on Teacher B’s part reportedly limited their ability to promote oral 

communicative competence in the online classroom. In contrast, Teacher C presents a more 

positive attitude related to digital technology and its impact on language teaching: “[…] if I 

hear about a digital tool that I could use, I always want to try it, anyway!”. 

The teacher also reported that they implemented digital tools in the face-to-face teaching as 

well as in the online distance teaching. Both Teacher C and Teacher D had similar reflections 

on the use of digital tools in language teaching, stating that the online teachers should be: 

“[…] able to navigate and use tools, that will foster learning outcome and not use tools that 

will just kind of be a lot of noise” (Teacher C) and “[…] not only see ‘oh, this is useful to me 

as the teacher’, but to be able to consider your students’ needs, to assess whether or not a tool 

is accessible for the learner as well as the teacher!” (Teacher D). The two teachers reported 

that they used the digital tools in order to facilitate interactive and student-centered tasks and 

activities. Teacher C mentioned a number of digital applications that they took advantage of 

in the online classroom. The teacher explained how they used the digital application Sutori in 

the online EAL teaching:  

 

Teacher C                                                                                                                             

You can actually organize class discussions […] If I had made a discussion task, then 

you would get the students’ responses […] You could put all kinds of material in 

there, I think you can have a link to a video, and you can play the video on that page, 

you could have a text and some comprehension tasks. 

 

Teacher D employed the tool digital application LearnLab in the online EAL teaching, to 

promote interaction and student collaboration. The teacher described the application: “[…] 

like a PowerPoint where for each new slide, you can have interactive tasks, you can make 

them write short statements, they can play memory games where they combine a picture and a 

concept, a verb et cetera.” (Teacher D). Arguably, the teachers’ reported efforts to facilitate 

communication and collaboration the online classroom through digital applications and ICT, 

reflects a teacher role and student roles that are in alignment with CLT (cf. Richards & 

Rodgers, 2014). However, it is important to note that the activities mentioned by the teachers 

did not necessarily promote oral communicative competence, but facilitated student 

interaction that involved a variety of skills. 
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The digital applications described above also illustrate how the digital communication 

environment presents students with a variety of modes of representation, including audio, 

visual, textual and verbal (Hampel & Hauck, 2004; Ørevik, 2020). This also indicates that the 

teachers’ reported use of digital tools in the online EAL classroom takes into account 

multimodal aspects of communication, cf. Skulstad’s (2009) suggestion to rethink 

communicative competence because of the multimodal nature of communication.  

Another commonality in the teachers’ reported choice of tasks and activities is that they 

related the implementation of digital applications to the possibilities they offer for monitoring 

the students in the online setting. For instance, Teacher C argued that digital applications 

enabled the teacher “[…] to create fairly spontaneous responses and to efficiently gauge that 

the students are active”. Teacher D reported that through LearnLab they could supervise the 

students in real time. The application also gave the teacher an overview of student 

participation, since they could see which student engaged with the tasks. The teachers 

implementation of digital tools may have enhanced their role as a facilitator for the students’ 

learning which aligns with the principles of CLT. Arguably, it also enabled the teachers to 

monitor the student’s learning progress. 

 

4.4.2 Implementation of digital breakout rooms  

A general trend which emerged out of the analysis of the teacher interviews and digital 

questionnaire is that the teachers reported that they facilitated oral communication through 

digital group rooms called “breakout rooms”. The teachers point to increased camera use, oral 

student participation and teacher monitoring as positive consequences of dividing the students 

into digital group rooms: 

 

Teacher E                                                                                                                     

[…] in Teams they have something that is called “breakout rooms”. So I organized 

different groups, put students together that I knew would work, or hoped would work, 

and had them do like different oral tasks together and then I could jump in and out of 

the different rooms to sort of see if they had any questions, if they understood what 

they were going to do.        

[…] I did experience though, that many of the students that did not want to use the 

camera in the full class Team, put it on when they were in the breakout room.  
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Teacher F                                                                                                                        

It is harder for them to communicate or speak English, speak up, during a class like 

that, online class, because a lot of them where insecure and they don’t want to put 

themselves out in front of a camera or in front of people they don’t see […]  so that’s 

why I usually had them go into groups and I’d give them tasks and said, “discuss this 

in your groups  […] I would call up each group and then I’d hear what they had been 

talking about and how they answered tasks. 

 

The teachers’ reported facilitation of digital group rooms reflect aspects related to CLT as it 

involves giving the students the opportunity to practice the target language actively through 

group work (cf. Richards & Rodgers, 2014, p. 97; Skulstad, 2020a, p. 62). Teacher E and 

Teacher F seemingly took the role as the facilitator of the tasks and activities online, but also 

reported that they were able to guide and monitor the students in the digital group rooms by 

checking in on them, thereby providing ‘scaffolding’, which is central to SLT (Mitchell et al., 

2013) and consequently also to CLT. 

These findings are supported by the questionnaire results, where the teachers also pointed to 

the positive effects of facilitating digital group rooms on students’ oral participation. This is 

especially highlighted in responses to question 11: “Do you think communicating with your 

students through a screen resulted in a changed classroom discourse? If so, why?”: 

 

Teacher 6                                     

 I divided the class into four groups and focused on oral communication with them […] 

Being in smaller groups made them take more initiative than with the entire class 

behind the screen. I experienced that some students engaged in conversations during 

these group chats more frequently than they used to in their ‘normal’ physical 

classroom discourse. 

 

Teacher 8                                                                                                                          

I started using Zoom on my own accord to combat this as they have the option of 

breakout rooms which Meet did not at the time. I found that moving between smaller 

groups made communication much easier for all of us. 
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Teacher 19                                                                                                                        

[…] I had to divide my lessons into smaller groups to make it easier for people to 

participate in class. This worked well, the pupils also had their camera on more often 

in those situations. Sometimes I created “rooms” for groups to work, or I appointed 

different groups to log on at different times. 

 

The teachers explained that the students took more oral initiative in the digital group rooms, 

something that illustrates that students were more likely to take discourse initiative, thus 

practicing their oral communicative competence. While these quotes do noy touch on non-

verbal aspects of communication explicitly, the fact that the teachers note that the students 

tended to have their camera on in the breakout rooms might indicate that the teacher recognize 

eye contact as an advantage in oral communication (cf. Skulstad, 2020b, p. 98). Many of the 

teachers also experienced that the students were more likely to contribute orally when they 

returned to the main room with the full class present, after having discussed in smaller 

breakout rooms, which is another indication of scaffolding (cf. Mitchell et al., 2013). 

These findings correlate with the results of Chandler’s (2016) study, indicating that the 

implementation of digital breakout rooms in online teaching leads to increased student oral 

participation and that students are more likely to participate in the main room after working in 

breakout rooms. However, some negative effects of facilitating digital group rooms were also 

acknowledged by the teachers in the present study. Teacher A, for instance, found that 

breakout rooms limited their ability to monitor the students’ learning processes: 

 

Teacher A                                                                                                                         

So with my students, I don’t get any satisfactory results by getting them to talk [in 

digital group rooms], I lose the control function. You know they talk shit to each other, 

bad grammar, bad vocabulary, bad pronunciation, bad everything. 

 

In other words, this teacher considered digital group rooms to be a drawback in online 

teaching. The use of digital group rooms would, according to Teacher A, make it difficult to 

monitor the students’ performance related to language accuracy. The CLT approaches have 

been criticized for their promotion of language fossilization, and it seems like Teacher A was 

worried that facilitation of student group work in digital group rooms would result in 

persistence of students’ errors (Richards & Rodgers, 2014, pp. 103–104).  
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As such, Teacher A’s views align with previous research which has suggested that the 

implementation of breakout rooms may affect the teacher’s ability to monitor the students 

language accuracy (Hong Ng, 2020, p. 69). The CEFR Companion Volume also notes that 

students’ language errors can be more difficult to discover online than in face-to-face teaching 

(Council of Europe, 2020, p. 84). It seems from the interview that the teacher’s attitude 

towards student collaboration and group work reflects a pedagogy that does not support 

communicative approaches to language learning, since principles in CLT suggest that the 

teachers should facilitate learner-centered teaching through interactive tasks and activities (cf. 

Richards & Rodgers, 2014). 

 

4.4.3 Facilitating CLT to promote oral communicative competence 

Communicative approaches and SLT suggest that discussion activities promote active and 

collaborative students, and the competence aims for the English subject state that students 

shall participate in conversations and discussions regarding various topics (Ministry of 

Education and Research, 2019b, 2019c). As noted above, the EAL teachers’ choice of tasks 

and activities in the online classroom seemed to be limited by the lack of student 

participation. Teachers reported, both in the interviews and in the questionnaire, that they 

facilitated oral participation and student interaction in their face-to-face teaching, but that they 

found this challenging online. As noted by Teacher D, “[…] there was less interaction, there 

were at least less class discussions. There were small group discussions and I would try to 

make them summarize their points in the main room, in the chat or something like that”.  

The digital teaching format was presented as a hindrance to facilitating communicative 

approaches to promoting oral skills. However, the teachers did report practices in their online 

teaching which can be associated with principles of CLT in general as well as the promotion 

of oral communicative competence in particular. For instance, the use of digital tools in order 

to access authentic teaching materials was mentioned by several of the participants. Teacher F 

noted that “[…] we try to listen to, sometimes we listen to pieces that are authentic, the news 

sometimes, or listen to YouTube clips”. Teacher C and Teacher A shared this sentiment: 
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Teacher C 

[…] I tried to use, instead of videos that were educational, as they were made with 

educational intent, but try to use real-life videos. So Steve Ervin as an example of 

Australian English. And I think I used an episode of “The Wire” as an example of 

American English.  

  

Teacher A                                                                                                                     

Because, I mean, our textbook is YouTube. We don’t touch a traditional textbook, we 

don’t use it at all – ever! […] because it is so many excellent teachers and machinists 

doing their thing, natural pedagogues that are explaining what they are doing and why, 

and different types of steel and when you use this tool and don’t use that tool, all kinds 

of stuff like that. 

 

The types of materials mentioned here provide a basis for input-based teaching and learning, 

where students practice their receptive listening skills through processing oral information  

(Ellis et al., 2019, p. 12). Oral communicative competence relates to the students’ acquisition 

of both listening and speaking skills, and the teachers’ reported practices in the online 

classroom may in this sense have contributed to the students’ oral communicative 

competence. These practices can also be linked to the meaningfulness principle of CLT, 

which entails exposing students to tasks and materials that reflect authentic and natural 

language that is not adapted to educational settings (Nunan, 1999, p. 27; Richards & Rodgers, 

2014, p. 90).  

Teacher A taught vocational students during the pandemic, and emphasized that the English 

teaching should relate to how the students will use the language in their work life. The teacher 

further reported that in the face-to-face teaching, they would go into the workshop and talk 

about the tools and different procedures, however this was impossible to do during the 

pandemic since they were limited by the digital teaching format. In contrast, Teacher E, who 

also taught vocational students, explained how they facilitated authentic and work-related 

dialogue between the students in the online classroom: 

 

 

 



73 

 

Teacher E                                                                                                                    

[…] how to use certain types of tools in the workshop, different types of things, but 

the main point is to get them to talk to each other. And of course within a set of, 

maybe they have a specific task that they are going to describe a tool, and the other 

one is supposed to try to figure out what tool they are talking about, right?  

 

This teacher’s reported inclusion of communicative activities, more specifically information-

gap activities which are explained in chapter 2.2, reflects one possible approach to facilitating 

CLT with a focus on the students’ oral communicative competence in the online classroom. 

As the teacher explains, the main goal was to get the students to interact in the target 

language, which is in accordance with Nunan’s (1989) definition of communicative tasks (p. 

10). Furthermore, such an activity promotes students’ receptive and productive skills, in this 

case their listening and speaking skills (cf. Ellis et al., 2019). A similar approach can be 

detected in Teacher C’s reflections on promoting students’ receptive and productive skills: 

 

Teacher C                                                                                                                                   

[…] we had kind of a role play there, with the interview, me being an interviewer and 

they being the interviewee […] I think, helpful and also very authentic in that respect, 

because we did the same as they did to get their apprenticeship, and we did it in 

English and I tried to use it as an opportunity for them to prepare for what they needed 

to do.  

 

Interview situations like Teacher C described above promote real-world tasks and authentic 

learning situations, meaning that the students encounter situations that they are likely to come 

across in the world outside the classroom (Nunan, 1999). This type of role play exercise is 

also in line with the communication principle of CLT which suggests that activities involving 

real communication promote language learning, where real communication is seen as having a 

non-linguistic purpose (Skulstad, 2020a, p. 55) By interacting in such interview situations, the 

students also practice their sociolinguistic competence, since they need to adapt their 

communication to the context, situation and the role they are acting (Council of Europe, 2001, 

pp. 118–121).  

These illustrative examples clearly show that the vocational teachers are concerned with 

teaching English that the students will benefit from after graduating, and that aspects of oral 
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communicative competence are emphasized in this regard. Responses to the digital 

questionnaire also reflect this focus on oral communication in relation to authentic activities 

in the online classroom. Th teachers were asked  “Can you describe some tasks and activities 

that you included in your online teaching that you think reflect ‘authentic’ and real-life 

situations?” (question 19 in Appendix E). While this question does not specify that the tasks 

and activities should involve students’ oral communication, the results illustrate how the 

teachers emphasized authentic tasks and activities that promoted students’ oral 

communicative competence. For instance, they reported that they implemented digital 

applications to promote students’ receptive skills, stating that: “Youtube videos reflect real 

spoken English” (Teacher 10) and that they used “[…] news clips and authentic texts. We also 

linked some activities to the covid-19 situation” (Teacher 5). 

Results from the questionnaire also support findings from the interviews, as the respondents 

reported that they promoted students’ productive skills through authentic language 

encounters, for example by: “Finding clips/videos of interviews or other things of ‘authentic’ 

situations and getting the students to reflect” (Teacher 16) and by prompting them to “[…] 

discuss their opinations and views rather than practice phrases” (Teacher 2). As Skulstad 

(2020a) explains, receptive and productive skills are equally valued in second language 

teaching, and listening and speaking are central aspects of oral skills described in the English 

subject curriculum (Ministry of Education and Research, 2019a). 

In contrast to the teachers participating in the interviews, some of the teacher respondents in 

the questionnaire reported that they were able to facilitate activities online that were both 

input-based and out-put based, despite it being challenging to promote oral student 

participation: 

 

Teacher 4 

We watched an episode of "Black Mirror" together then discussed what we saw. I gave 

them tasks about the episode which they then discussed in groups (in online group 

rooms) before we reentered the digital classroom and each group shared their answers.  

 

In other words, digital group rooms were repeatedly mentioned as a crucial aspect of the 

digital classroom which enabled the teacher to facilitate CLT to promote oral communication 

among the students (cf. Richards & Rodgers, 2014, p. 97; Skulstad, 2020a, p. 62).  

 



75 

 

4.5 Strengths and limitations of online EAL teaching 

Both the interview and questionnaire data provided insight into the EAL teachers’ perceptions 

about the strengths and limitations of the online format with regards to oral communicative 

competence. The recurring theme related to limitations pertains to the reduced possibility for 

teachers to monitor and supervise their students in their learning process. As a result, many 

teachers reported that they saw the need to create written hand-in tasks so that they could give 

their students some form of feedback: 

 

Teacher E 

 […] maybe we in many cases had the students hand in more things, when we had 

homeschooling. Because we don’t have the same opportunity to see what they are 

working on, online, then we can in person, because then you can go around and help, 

and talk and see. 

 

This focus on written tasks was echoed by Teacher F: “I could not follow them up, as I 

wanted. So what I did instead was to have them maybe write more things to me, maybe 

shorter things that they had to hand in” and Teacher D: “[…] most of my teaching during the 

pandemic, relied on them handing in written submissions, and me correcting their grammar, 

correcting the formality of the English, et cetera”. The reported tendency to rely heavily on 

written tasks and feedback (also see chapter 4.2.1) appears to be based on the fact that the 

teachers found it challenging to supervise and follow up the development of students’ oral 

skills. The teachers further reported that more hand-ins made the workload for the students far 

greater in the online classroom than in the regular in-class teaching. Through these hand-ins, 

the teachers were able to monitor and give feedback that promoted the students’ linguistic 

competence in their writing skills (Council of Europe, 2001, pp. 108–109).   

While the virtual classroom may have improved the students’ writing skills, then, this 

reported heavy focus on written work may possibly have come at the cost of their oral 

communicative competence. However, this interpretation does not fully capture variations 

present in the data. Despite addressing the lack of teacher supervision as a limitation of the 

online teaching format, teachers also pointed to facilitation of one-to-one communication 

between the students and the teacher as a strength of the online format. In fact, they also saw 
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monitoring and teacher flexibility as positive effects of being able to communicate with 

students individually in the online classroom: 

 

Teacher B                    

I did not manage to facilitate a good conversation with all students in plenum. 

Sometimes I invited the student one by one, saying that ‘in this class I am going to 

have one-on-one conversations with each student’ […] then we were able to go 

through questions together, how they were doing, how they work as going, right? 

  

Teacher F  

[…] but in some cases maybe an advantage too, because […] if you call up each 

student for instance and have a conversation with them, you can maybe pick up a lot 

more about that student’s learning than you could otherwise, maybe. 

 

This was also addressed by Teacher 4 in question 9 in the questionnaire, stating that: “It was 

also nice to be able to meet the students alone in online group rooms to talk to them in 

English”. Through these one-on-one digital meetings, the teachers were reportedly able to 

facilitate scaffolding through teacher mediation (Mitchell et al., 2013), something that they 

deemed difficult to facilitate in the online classroom with all students present. Teacher F 

further suggested that: 

   

Teacher F                                                                                                                    

[…] some students I maybe talked with more in English [online], because when I had 

to do it one-on-one, you don’t always talk one-on-one to students in class, you make 

sure that everybody participates once in a while. So, and then, yeah, so some might 

have actually talked more online, I don’t know. 

 

Accordingly, these one-on-one teacher-student conversations seem to have played an 

important role in helping the teachers to ensure that the students practiced their oral skills in 

English in the digital classroom. Teacher F also explained that a strength from teaching 

through an online teaching platform is that it enables teachers to facilitate authentic language 

encounters, and admitted that the experience had given them ideas about a future project in 
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which the teachers would contact native speakers of English through Zoom and the students 

would interview them through pre-prepared questions:  

 

Teacher F                 

So, you know, to actually contact people in other English speaking countries, so that 

my students can have some authentic conversations with real people […] because I 

think it would make it more natural for them to actually speak English, which is why 

we teach it, so that they can use it and learn from it and get better at it.  

 

Teacher F’s idea about how to use CMC (Lamy & Hampel, 2007) to facilitate CLT in the 

future exemplifies how the teachers’ experiences with digital teaching during the pandemic 

may not only have challenged them to rethink their teaching practices temporarily, but also 

opened up for new, more permanent approaches to promoting their students’ oral 

communicative competence. The activity suggested by Teacher F reflects all three principles 

of CLT: the communication principle (i.e., it involves real communication without linguistic 

purpose), the task principle (i.e. it prompts students to use the English language to carry out a 

meaningful tasks), and the meaningfulness principle (i.e., it involves authentic language and 

reflects natural language use) (Richards & Rodgers, 2014, p. 90).  

 

4.6 Discussion of overall findings  

The main aim for this thesis has been to research EAL teachers’ experiences related to 

facilitating CLT in the virtual classroom to promote students’ oral communicative 

competence. Results from the interviews and the questionnaire show examples of how the 

teachers report that they aimed at facilitating CLT, but also how the digital teaching format 

made it challenging for them to promote the students’ oral communicative competence. 

One of the salient findings from the interviews and questionnaire is that the majority of the 

EAL teachers report that they usually focus primarily on oral skills in the physical, face-to-

face classroom whereas they favored writing skills in the online teaching during the 

pandemic. Many of the teachers pointed to convenience as the reason for this lessened focus 

on the students’ oral skills, since it was easier to facilitate writing tasks in the online 

classroom. A general lack of oral student participation is also pointed to as a reason for this 

heightened attention to writing skills and some report that they experienced that the screen 

functioned as a barrier for student-teacher interaction.  
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Accordingly, in an effort to engage the students and make it easier to monitor the students’ 

learning process in the online classroom, many of the teachers report that they promoted 

individual written hand-in tasks. This is described as a measure that enabled the teachers to 

give their students some form of feedback and supervision. CLT is based on many of the same 

characteristics of SLT, where mediation and scaffolding are two central elements of language 

teaching (Mitchell et al., 2013). Seen from this perspective, one possible interpretation is that 

the teachers aimed at promoting written student submissions in order to monitor their learning 

process and prevent language fossilization (cf. Richards & Rodgers, 2014, pp. 103–104). 

Many of the teachers explained that they could not walk around and supervise online, like 

they would in the physical classroom, something that made interaction with the students and 

student supervision challenging. The CLT classroom fosters active and collaborative students 

and the teacher facilitates communication and participation through interactive tasks and 

activities (Richards & Rodgers, 2014, pp. 98–99). The teachers’ reported focus on the 

students’ writing skills seemingly came at the cost of promoting student collaboration and oral 

participation in the online classroom.  

Another key finding from the research is that the teachers accounted for the digital teaching 

format as making non-verbal communication challenging, mainly as a result of students’ lack 

of camera use as discussed in chapter 4.3.1. This resulted in more passive students in the 

online classroom. The speakers’ ability to adapt body-language in communication according 

to contextual aspects, like the situation and the participant, is a central part of their 

sociolinguistic competence and therefore also their oral communicative competence (Council 

of Europe, 2001, pp. 118–121). As Canale (1983) argued, non-verbal communication can 

avoid communication breakdown. Consequently, communication through a digital teaching 

platform made it challenging for the language teachers to detect such aspects of the students’ 

communication, and as a result they found it difficult to facilitate tasks and activities that 

reflect natural and authentic situations. The digital teaching format seemingly limited the non-

verbal communication, made oral communication more challenging and made it harder to 

avoid communication breakdown. The digital teaching format resulted in what one participant 

referred to as increased “distantness”, making it challenging to facilitate situations where the 

students could practice their oral communicative competence, through actively using the 

target language.  
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The teachers further pointed to the lack of camera use and body-language in the online 

classroom as something which affected the dynamic of oral communication compared to how 

it takes place in a face-to-face setting, thus supporting Vurdien’s (2019) findings that the 

synchronous communication through Zoom disrupts the natural flow of conversations. 

Moreover, the participants in this study reported that turn-taking was more challenging when 

communicating through a screen and a microphone, thus potentially affecting the students’ 

sociolinguistic competence and discourse competence (Council of Europe, 2020, p. 139, 

2020, pp. 118–121). Oral skills in the English subject curriculum involve creating meaning 

through engaging in conversation and choosing suitable strategies in communication 

(Ministry of Education and Research, 2019a). The practical challenges related to a virtual 

teaching environment that were reported by the teachers may as much have limited the 

students’ development of oral communicative competence.  

Despite this, findings of the present study also provide insight into various measures that the 

teachers reportedly took to facilitate CLT in the online classroom. Results from the teacher 

interviews especially reveal an apparent shift in the teacher role, as the participants described 

that they took a more traditional ‘lecturer’ role in the face-to-face classroom but embodied the 

role of ‘facilitator’ in the virtual classroom. As previously addressed in the theory chapter 

2.4.3, the CLT approaches offered a new perspective on the role of the language teacher as the 

facilitator of interactive tasks and activities, rather than transferring knowledge through 

lectures (Lamy & Hampel, 2007; Richards & Rodgers, 2014). Accordingly, this reported shift 

in how the teachers perceived their own role can possibly have contributed to their online 

teaching practices being more in line with a CLT approach.  

Another commonality in the interviews is that the teachers reported that they aimed at 

facilitating tasks and activities in the virtual classroom that promoted a learner-centered 

approach, however they simultaneously pointed to a shift to more passive students online 

versus in the physical classroom (see chapter 4.3.1-4.3.2). In other words, these results present 

somewhat of a contradiction since the teachers described taking a more traditional lecturer 

role in the physical classroom before transferring their teaching online, one would think that 

this does not leave much room for active students. It thus seems like the digital teaching 

format impacted the students’ participation, and that the teachers’ reported facilitation of 

interactive tasks and activities in the online classroom did not have the same effect as in the 

in-class teaching. 
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In an effort to engage the students that turned more passive when transferring to the online 

classroom, the majority of the teachers highlighted the use of digital group rooms as a positive 

measure. Teachers argued that they aimed to promote students’ oral communicative 

competence through student collaboration in the organization of digital breakout rooms, 

explaining that their students were more likely to participate orally and were more 

comfortable with turning their camera on in these smaller group rooms. This would have 

allowed the students to see each other through the screen and to some extent include non-

verbal aspects of communication. This can ultimately also have made turn-taking less 

difficult, since the teachers pointed to lack of non-verbal communication as the main reason 

for why students became more hesitant to take their turn and initiate conversation. Thus, the 

teachers’ reported implementation of digital group rooms, can be interpreted as a measure to 

facilitate CLT that promotes oral communicative competence. Here, students had more 

semiotic resources to use in oral communication, something that possibly made turn-taking, 

adapting body language to contextual considerations and  “initiating, maintaining and ending 

conversation” less challenging (Council of Europe, 2020, p. 139). These are all integral 

components of their sociolinguistic and discourse competence as part of their oral 

communicative competence. In accordance with CLT, it seems like group rooms facilitated 

active and collaborative language learners. 

Moreover, since the teachers found it difficult to engage the students in oral participation, 

they reported frequent use of input-based tasks (Ellis et al., 2019, p. 12) that promoted the 

student’ receptive and productive skills in the online classroom. Participants in both the 

interviews and questionnaire pointed to how they used YouTube in their language teaching 

since it featured “real spoken English”, which according Nunan (1999) is spoken language 

that has not been made specifically for language teaching (p. 90). These findings demonstrate 

how the teachers, according to their perception of their own online teaching practice, 

facilitated CLT through encounters with authentic language in digital texts. Listening to 

samples of authentic English can possibly promote students’ acquisition of linguistic 

competence and grammatical accuracy, which indeed are central components related to their 

oral communicative competence (Council of Europe, 2001).  

Findings indicate that few of the teacher based their choice of tasks and activities during 

online teaching primarily on whether they would allow students to communicate through 

practicing the target language (cf. Nunan, 1989, p. 10). Yet, one exception is Teacher C, who 

reported that they facilitated role play so that the vocational students could use the English 
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language to practice for their future apprenticeship interviews. This type of classroom activity 

is in line with principles underlying CLT approaches, especially in regard to the task principle 

where target language is used to carry out meaningful tasks (Richards & Rodgers, 2014, p. 

90). Moreover, it allows students to communicate according to contextual aspects like the 

situation, the roles of the participants and the setting, which is relevant to the development of 

their sociolinguistic competence. The overarching goal of such activities is to facilitate 

producing or interacting in the target language, focusing on form over meaning. 

There are no apparent discrepancies between the findings emerging out of the analysis of the  

interviews and the questionnaire data, but it is evident in the interviews that there are 

variations among the teachers’ perceptions. As seen in chapter 4.4.1, this particularly relates 

to their perceptions of their own digital competence and their motivation and ability to 

facilitate oral communicative competence in the online teaching. The choice of digital 

teaching platform also appears to play a role in this equation, as some platforms used 

reportedly did not offer sufficient options for interactive teaching like breakout rooms. 

These findings relate to Hampel and Stickler’s (2005) “Skills pyramid” which suggests that 

the online teachers need basic ICT competence, technical competence for the software and 

ability to deal with constraints and possibilities of the teaching platform in order to promote 

student collaboration and facilitate communicative competence online. They also suggest that 

teachers who are digitally competent can facilitate meaningful interaction and dialogue 

between the students, and therefore also promote the students’ communicative competence 

through tasks and activities. Accordingly, it seems like a lack of digital competence, interest 

and awareness of how to operate the digital teaching platform may have limited some of the 

teachers’ ability to facilitate active, collaborative learning situations and promote the students’ 

oral communicative competence (Richards & Rodgers, 2014).  
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5. CONCLUSION 
 

This study investigated Norwegian upper secondary EAL teachers’ perceptions about their 

experiences related to online EAL teaching during the COVID-19 pandemic. The study’s 

main research question has been sought answered through an exploration of various aspects of 

the teacher’s perspectives in this respect, as illustrated by the three subordinate questions 

listed below:  

 

What are the EAL teachers’ perceptions of how they facilitated CLT to promote 

oral communicative competence in the virtual synchronous classroom during the 

COVID-19 pandemic? 

1. How did the teachers experience the shift from in-person to online teaching, 

and the ways in which it affected the teacher role and online classroom 

discourse?  

2. Which factors had an impact on the teachers’ organization and design of 

communicative tasks and activities in the online classroom? 

3. According to the teachers, what are the strengths and limitations of teaching 

EAL through an online teaching platform?  

 

A mixed methods approach was employed, including six teacher interviews and a digital 

questionnaire, where 20 teacher respondents participated. As the research questions illustrate, 

this thesis set out to explore the teachers’ cognitions related to their experiences from online 

pandemic teaching. The research questions focus on the teachers’ perceptions related to their 

facilitation of CLT to promote oral communicative competence in the online classroom. This 

entailed investigating the teachers’ experiences regarding the effects of the digital teaching 

format on the teacher role, the online classroom discourse and their organization of tasks and 

activities that promote students’ oral communicative competence. 

This final chapter first summarizes the main findings of the study in light of the research 

questions. Next, it points to some didactic implications that these findings may have for 

English teaching in Norway, before acknowledging possible limitations of the thesis and 

offering suggestions for further research. It rounds off with some concluding remarks. 
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5.1 Summary of main findings 

The overall findings from the research relating to the main research question illustrate that the 

EAL teachers reported that they facilitated CLT to promote oral communicative competence 

through facilitating digital group rooms, by taking the role of a ‘facilitator’ of interactive tasks 

and activities and by including input-based tasks where the students encountered authentic 

language. Teachers also reported that digital groups rooms and one-on-one interactions 

between teacher-student in the online classroom fostered scaffolding and mediation, which 

relates to principles of SLT and CLT approaches. These findings are addressed throughout the 

subordinate questions presented below.  

 

5.1.1 The teachers’ reported experiences related to the shift to online 

teaching, the online teacher role and classroom discourse  

The first subordinate question addresses the teachers’ reported experience related to the shift 

to an online teaching platform during the pandemic and how this affected the online teacher 

role and the classroom discourse. The teachers seemed to have conflicting experiences related 

to the transition to a digital classroom, as some reported that it was interesting to try 

something new and that the online platforms enabled them to be creative. However, the 

majority of the teachers emphasized the drawbacks of the shift, including technological issues 

and that the digital format made teacher-student contact and oral communication more 

challenging. Another main finding is that the EAL teachers reported that the transfer to online 

teaching also came with a shift in the teacher role they embodied, from being a lecturer to a 

facilitator of interactive tasks and activities. The rationale given for this was mainly that the 

teachers were able to facilitate student-centered teaching and therefore also engage the 

students more in oral participation when taking the role of a classroom facilitator. These 

findings reflect principles related to the CLT approaches which highlight student engagement 

and collaboration. However, results from the teacher interviews and questionnaire also reveal 

that the teachers perceived that the students became more passive and reluctant to speak in the 

online classroom, and the teachers found it more challenging to engage the students in oral 

participation. Most of the teachers also pointed to how the screen functioned as a barrier to 

oral classroom communication and that the lack of camera use among the students reduced 

their ability to use and interpret non-verbal cues in the communication process. According to 

the teachers, this ultimately also had a negative effect on their ability to facilitate the 
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development of students’ oral communicative competence in the online EAL classroom, as 

well as their ability to monitor and supervise the students’ language learning processes.  

 

5.1.2 The teachers’ reported organization of communicative tasks and 

activities in the online classroom 

Results from the interviews indicate that the EAL teachers focused primarily on the students’ 

oral skills in the physical classroom and writing skills in the online classroom. These findings 

are supported by the questionnaire results, where 60% of the teachers reported that they 

mostly facilitated oral skills in face-to-face teaching and 61% reported that they primarily 

promoted writing skills in the online teaching. Facilitating tasks and activities that promoted 

oral skills was reported to be more time consuming and challenging in the online classroom 

compared to facilitating tasks that promote students’ writing skills. The teachers also pointed 

to increased workload for the students in the online classroom, and that the teachers assigned 

more written hand-in submissions as a measure to monitor the students’ learning processes.  

The teachers also reported that they facilitated authentic activities in the online classroom by 

introducing the students to authentic language use through for instance YouTube videos and 

news-stories. Through these types of activities, the students were able to practice their 

receptive skills, with the teachers reporting that they practices listening skills as part of 

developing their oral communicative competence. Some teachers also reported that they 

facilitated activities which promoted the students to practice real-life situations, e.g. 

participating in interview situations. However, the general lack of oral student participation 

was described as a hindrance to facilitating tasks and activities where they practiced speaking 

skills through classroom discussions. In order to remedy this, teachers reported that their 

implementation of digital group rooms in the online classroom lowered the threshold for the 

students to turn their camera on, participate in oral activities and use non-verbal 

communication. Consequently, according to the teachers, the students were more likely to 

practice their oral communicative competence when they engaged with tasks and activities in 

group rooms. Lastly, the interview results indicate that the teachers who reported that they did 

not perceive themselves as digitally competent were also arguably less concerned with 

facilitating student collaboration and oral communication in the online classroom. 
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5.1.3 The teachers’ perceptions of the strengths and limitations of online 

EAL teaching 

Findings regarding the teachers’ perceptions about the limitations of EAL teaching are 

primarily related to a reported diminished opportunity to monitor and supervise the students’ 

learning processes. However, there were some discrepancies in the data, a common belief 

among the teachers was also that a strength of online EAL teaching was that it gave them the 

opportunity to have uninterrupted one-one-one conversations with their students. According 

to the study participants, this allowed them to take more part of and monitor their students’ 

learning process, give their students feedback and facilitate teacher-student mediation. One of 

the teachers also argued that, as a result of this, the students were more likely to engage with 

the teacher using the target language in the digital classroom compared to in the physical 

classroom. 

 

5.2 Didactic implications  

This thesis has investigated a relatively new phenomenon in educational research especially 

concerning the Norwegian context. The shift to online teaching happened overnight for most 

of the teachers, and many therefore did not feel equipped or prepared for the new teaching 

situation. This study draws on reported experiences from 26 upper secondary EAL teachers in 

Norway which implies that the results are not generalizable on the basis of the findings. 

Nevertheless, it has contributed to draw a picture of how a sample of EAL teachers in Norway 

experienced online language teaching as a consequence of the global COVID-19 pandemic. 

Most importantly, the teachers’ reported experiences and reflections can help other EAL 

teachers navigate online teaching platforms by providing insight into specific strengths and 

limitations of teaching language on an online teaching platform. The research can also call 

attention to challenges concerning facilitation of CLT in a digital classroom in general, and 

the promotion of students’ oral communicative competence in particular. This study has also 

laid a foundation for investigating this topic further in future research.  

 

5.3 Limitations of the thesis and suggestions for further research  

Indeed, there is still a need for more research related to online teaching in Norway during the 

COVID-19 pandemic. This thesis investigated upper secondary EAL teachers’ reported 

experiences related to facilitating oral communicative competence in this context. However, 

the study has not examined the actual effects of online teaching on students’ development of 
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oral skills and competences. Further, there is a need for more research that focuses on the 

students’ experiences related to online EAL teaching. This thesis only addressed the teachers’ 

experiences, however investigating students’ experiences and perceptions would possibly 

provide a more holistic understanding of online pandemic EAL teaching and learning as a 

phenomenon. Furthermore, since this thesis has focused on the teachers’ cognitions and 

reported experiences, it would be relevant to explore actual online teaching practices, 

particularly since some of the participants in the present study indicated that they would 

incorporate aspects of their online teaching into their future teaching practices.  

 

5.4 Concluding remarks 

The findings of the present study are not generalizable and accordingly they do not 

necessarily reflect the experiences of the majority or all Norwegian EAL teachers when it 

comes to online pandemic teaching, however, the study has offered unique insight into a 

previously unexplored aspect of EAL education in Norway. Results suggest that teachers 

experienced increased ‘distantness’ between the teacher and the students in the online 

classroom. Their experiences also illustrate that facilitating CLT in an online classroom is not 

always compatible with the physical classroom. This suggests that the teachers’ encounter 

with “pandemic didactics” in some areas brought to light new aspects of teaching EAL. 
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