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Abstract:
							                           
COVID-19 has prompted many educational institutions to transition to virtual learning environments. One of the main issues in doing so has been the types of interactions that are possible online. Considering the importance of interaction in second language acquisition, it is relevant to understand how EFL teachers are facing the challenge of fostering interaction in virtual classrooms. The purpose of this study was twofold: First, we explored EFL Chilean university teachers’ use of digital tools in their virtual classrooms to promote interaction. Secondly, we analyzed the obstacles they have faced when promoting interaction. To do this, we conducted a survey and a semi-structured interview with 10 EFL university teachers who have taught in traditional contexts as well as online. Our findings show that although EFL teachers have not had difficulties implementing different digital tools and platforms, interactions among learners are lacking. Students keeping microphones and cameras off has become a variable that reduces the possibility of knowing whether students are paying attention, monitoring their work, and setting up groupwork. An alarming finding was that this issue may increase EFL teachers’ feeling of isolation in the virtual classroom. We suggest universities offer opportunities for teachers to systematize the digital tools they use as well as explicitly discuss how oral interaction is being scaffolded and motivated in the classroom, so that effective teaching practices can be shared and established.



Keywords: COVID-19, educational research, higher education, online learning, qualitative analysis, virtual communities.
		                         


Resumen:
						                           
El COVID-19 ha hecho que muchas instituciones educativas transiten hacia entornos de aprendizaje virtuales. Uno de los principales problemas que ha traído este cambio se relaciona con los tipos de interacciones que se dan en ambientes de aprendizaje en línea. Considerando la importancia de la interacción en la adquisición de una segunda lengua, se hace relevante conocer cómo los profesores de ILE enfrentan el desafío de impulsar interacciones en las clases virtuales. El presente estudio tuvo dos objetivos: primero, exploramos el uso de herramientas digitales por parte de los docentes chilenos universitarios de ILE en sus aulas virtuales para promover la interacción; en segundo lugar, analizamos los obstáculos que han enfrentado para promover la interacción en el aula virtual. Para este fin, realizamos una encuesta y una entrevista semiestructurada a 10 profesores universitarios de inglés, los cuales han enseñado tanto en contextos tradicionales como en línea. Nuestros hallazgos muestran que, aunque los profesores de ILE no han tenido dificultades para implementar diferentes herramientas y plataformas digitales, generar interacciones entre los estudiantes se ha convertido en uno de los principales desafíos. El deseo de los estudiantes de mantener el micrófono y la cámara apagados parece ser una variable que reduce la posibilidad de que los docentes sepan si el estudiante está prestando atención, puedan monitorear su trabajo y logren organizar trabajos grupales. Un hallazgo alarmante fue que este problema puede aumentar la sensación de aislamiento de los profesores de ILE durante la clase. Sugerimos que las universidades ofrezcan oportunidades para que los profesores sistematicen el uso de las herramientas digitales que emplean y discutan explícitamente cómo se está apoyando y motivando la interacción oral en el aula, para que se puedan compartir y establecer prácticas de enseñanza efectivas.



Palabras clave: COVID-19, investigación educativa, educación superior, aprendizaje en línea, análisis cualitativo, comunidades virtuales.
                                








Introduction


Due to the pandemic that spread worldwide at the end of the year 2019, educational communities had to turn their teaching to online platforms to reach learners’ homes. Indeed, in 2020, 1.2 billion children worldwide had to move from traditional classrooms to virtual classrooms because of COVID-19 (Xie et al., 2020. World Economic Forum, 2020). As a result, the importance of studying virtual learning environments has been brought to the forefront. Undoubtedly, the change from traditional classrooms to in-home lessons has been a complicated one for L2 teachers advocating for the importance of communication, especially considering that this change seems to be one we will continue dealing with in what is known as post-Covid education (Albidaly & Alshareef, 2019. Zhao & Watterson, 2021).

As this transition from traditional to online platforms unfolds, it is becoming evident that new challenges are surfacing for EFL teachers, particularly in the realm of fostering spoken interaction. This aspect of EFL teaching has posed difficulties for educators in even conventional settings, and in online settings these may intensify. Some of the reasons why students avoid speaking are fear of mistakes, shyness, anxiety, demotivation, and lack of confidence (Al Nakhalah, 2016. Inayah & Lisdawati, 2017). Oral production has become a sensitive issue in virtual learning environments because of behaviors such as turning off cameras and microphones (Setiawan & Fauzi, 2022). In turn, this behavior makes it difficult for the teacher to know if students are paying attention to the lesson and for the students to interact with others (Castelli & Sarvary, 2021. Setiawan & Fauzi, 2022),  all of which can lead to burnout (Shlenskaya et al., 2020). In the case of second language teaching, the absence of interaction may hinder learning, as  language proficiency requires practice to be developed (Chapelle, 2006. Kitade, 2000).

Since the pandemic started, researchers have explored interactions in the virtual classroom by paying attention to students’ perceptions (Echauri-Galvan et al., 2021), virtual environments in English language teaching (Herrera Mosquera, 2017), and the use of media and social networks (Ariza Covarrubias & Pons Bonals, 2021). However, little investigation has been done on how L2 teachers have faced this significant change (Lukas & Yunus, 2021). To address this gap and better understand teachers’ perceptions of how interaction in the L2 occurs in virtual settings, we formulated two research questions:

1.  How have teachers incorporated digital tools into their online lessons?

2.  What are the challenges teachers face when trying to promote interaction in online courses?





Literature review




The Role of Interaction in the post-Covid Classroom


The COVID-19 pandemic has had a significant impact on the grand majority of educational institutions worldwide. What started with what many thought to be a temporary shift in the way teaching was conducted has come to represent a far more significant change in the educational system at large (Zhao & Watterson, 2021). Several previously traditional language courses have transitioned to online or hybrid modalities (Albidaly & Alshareef, 2019); this is in line with the renewed surge of online education programs during and after the pandemic (Sadjadi, 2023). Therefore, in this post-COVID educational landscape, many teachers and students continue meeting online regularly, as well as making use of technology to offer feedback and communicate information. The pandemic’s effects have both consolidated as well as boosted online education (Xie et al., 2020).

This surge in online education presents unique challenges, including the need to help students set clear goals for autonomous learning (Carcamo & Perez, 2022. Kauffman, 2015), managing increasing stress levels (Lemay et


al

., 2021), and fostering diverse contexts for interaction with and among students (Markova et al., 2017). Addressing these challenges requires a focus on creating a positive online classroom environment, encompassing factors such as rapport and emotional connections between teachers and students (Alonso-Tapia & Ruiz-Díaz, 2022. Kaufmann et


al

., 2016). Studies indicate that fostering independent and cooperative climates correlates positively with academic performance, resilience, well-being, and learning satisfaction (Qiu, 2022. Rovai, et al., 2005). The establishment of a positive online classroom is crucial for factors contributing to online learning success, including self-regulation (Carter



Jr. et al., 2020), motivation (Matuga, 2009), enjoyment (Reyes et al., 2012), and communication (Lehmann, 2004). One concept underscoring the importance of communication in a positive online classroom climate is sociability. Sociability is understood as the degree to which a learning environment facilitates the creation of a space within a group that cultivates trust, respect, and strong interpersonal relationships (Kreijns et al., 2007. Kreijns et al., 2013). Achieving a positive and sociable online learning environment should create opportunities for encouraging and maintaining social interaction, thus making it easier for learners to develop their skills (Weidlich & Bastiaens, 2019).

Social presence through effective interactions is integral to enhancing sociability in virtual learning environments (Sjølie et al., 2022). Defined as the feeling of sharing an online space with another real person through frequent and meaningful interactions in virtual classrooms (Lowenthal & Snelson, 2017. Park & Kim, 2020), social presence has been shown to serve an essential role in increasing students’ sense of satisfaction and community, learning, trust, and positive group dynamics (Molinillo et al., 2018. Park & Kim, 2020. Sjølie et al., 2022. Tseng et al., 2019. Turley & Graham, 2019). Considering these benefits, social presence should be essential for any learning community that adheres to socio-constructivist learning theories and hence values interaction. From a socioconstructivist perspective, interaction plays a crucial role in multiple educational processes, such as adapting input, offering feedback, creating learning communities, negotiating meaning, and promoting mindfulness, among others (Anderson, 2003). Recent studies have shown that isolation and lack of social interaction may lead to course attrition (Hawkins et al., 2013). For online learning to succeed at the university level, it is imperative that teachers are prepared and adequately adapt their practices to this modality. Therefore, teachers must make use of appropriate educational platforms and implement effective approaches that foster interaction in the virtual learning environment, considering that interaction can ameliorate negative feelings in students and promote autonomy (Mosquera Gende, 2021, 2022. Singh & Thurman, 2019).





Researching interaction: a matter of classification and perception


The exploration of interaction in educational contexts has been a subject of study for decades, with researchers employing quantitative, qualitative, and mixed approaches. In order to conduct comprehensive research on interaction, it has become crucial for researchers to identify the different types of interaction that occur in the classroom and to explore teachers’ perceptions of how they manifest (Mosquera Gende, 2023. Ricardo & Vieira, 2023). Understanding how types of interaction and teachers’ perceptions can impact educational dynamics is essential for research to be useful and contribute to improvements in educational practices.

Flanders’ Interaction Analysis stands out as one of the initial systematic efforts to investigate verbal interaction within the classroom, which is fundamental for learning (Evans, 1970). Flanders’ system involves characterizing verbal classroom interaction into (1) Teacher Talk and (2) Student Talk. Teacher Talk encompasses both indirect and direct influences involve comments that help students deal with feelings, encouragement, accepting students’ ideas, and asking questions. Direct influence occurs in instances in which the teacher is giving a lecture, directions, or justifying his authority. Concerning Student Talk, Flanders identifies three instances: student talk-response, where students respond to the teacher; student talk-initiation, where students independently initiate interaction; and silence or confusion. It’s notable that Flanders’ classification primarily focuses on teacher-student interactions, which suggests a teacher-centered perspective and appears to ovelook the importance of interaction between students.

From a learner-centered perspective, Moore (1989) introduced a framework for interaction in distance education, comprising three types: learner-content, learner-instructor, and learner-learner. Moore’s framework shifts the emphasis away from interactions initiated by the teacher, placing the learner at the core of classroom dynamics. To address the challenge of finding the right balance among types of interaction, Anderson (2003) proposed the equivalency of interaction theorem. This theorem suggests that meaningful learning can occur if one of the three forms of interaction (student-teacher; student-student; student-content) is provided at a high level, without significant negative impact if the other two are lower. Moore’s (1989) framework has served as guidance for several experimental studies in the last three decades, Bernard et al. (2009) conducted a meta-analysis comparing interaction treatments based on Moore’s (1989) framework with other distance education approaches. The analysis of 74 achievement effect sizes revealed that educational interventions using this framework have an impact on students’ achievements, thus confirming the significance of understanding the types of interaction.

Teacher’s perception has also emerged as a valuable focus in understanding classroom interactions. Teachers’ beliefs, in fact, play a pivotal role in determining the effectiveness of virtual learning environments (Moore-Hayes, 2011) and the success of curricular changes (Bonner et al., 2020). If a teacher is not on board with an idea or misunderstands it, it is unlikely that students will benefit from it. In this regard, researchers have noted that for teachers to effectively utilize Information Communication Technologies (ICTs), they need to adopt a critical stance. This stance helps them make informed choices that can improve their teaching practice in virtual learning environments (Ricardo & Vergara, 2020. Van-Deursen & Van-Dijk, 2016).

Studies on teachers’ perception of interaction in virtual learning environments have yielded interesting findings. Mosquera Gende’s (2023) study delved into the development of oral interaction in virtual contexts, revealing that teachers linked the use of digital tools to students’ perception of progress in oral interaction in a second language, suggesting a positive impact on the development of communicative skills. Similarly, Ricardo and Vieira (2023) examined how teachers’ beliefs and perceptions of online teaching evolved during COVID-19. Their findings showed an increase in techno pedagogical self-efficacy but a decrease in the perception of the institutional support. Despite challenges such as the absence of in-person contact and assessment difficulties, teachers perceived they acquired new skills through their online teaching experiences.

Recently, employing a mixed-methods approach, Keaton and Gilbert (2020) investigated the perception of online STEM courses using an adaptation of Moore’s Framework of Interactions (1989). Using teacher ratings, interviews, and classroom data, the researchers found that learner-instructor interactions took place in both synchronous and asynchronous online settings. While synchronous interactions primarily occurred in structured instances, such as during classroom activities, asynchronous interactions were more unstructured. The study indicated a positive correlation between in-class interaction with the teacher and student satisfaction with the course. Perceptions of interactions varied among students; some expressed happiness regarding the social interaction both within and outside the virtual classroom, while others stated that interaction did not yield academic benefits. In this sense, social interaction appears to be a factor that leads to satisfaction and retention.

In summary, it is apparent that face-to-face and digital learning environments differ, particularly regarding what makes a positive climate conducive to learning. Social presence is a factor that has been identified as key to having an atmosphere that promotes interacting with other members of the class. The importance of this construct emphasizes the relevance interaction has in virtual learning environments.







Methods




Study design


This exploratory study was conducted in a private Chilean university. Qualitative data on online classroom interactions were gathered through a survey and semi-structured in-depth interviews with EFL teachers.

We formulated two research objectives for this project:

1.      Identify how teachers use digital tools to promote interaction in online context.

2.      Analyze the challenges that teachers of English have to face when attempting to promote interaction in online courses.





Participants


Our study involved ten EFL teachers who taught English at beginner and intermediate levels to students enrolled in various study programs, including engineering, journalism, and nursing. All ten participants had previous experience teaching face-to-face at the same university and were currently instructing either identical or similar courses in an online format. Demographic details about the participants are provided in Table 1.




Table 1




Participants









	
Pseudonym

	
Age   range

	
Experience




	1. Appleford
	45-56
	More than 6 years



	2. Cameron
	57 years or more
	More than 6 years



	3. Coleman
	33-44
	4-6 years



	4. Estell
	33-44
	4-6 years



	5. Gardner
	33-44
	More than 6 years



	6. Moss
	22-32
	4-6 years



	7. Quinn
	45-56 years
	More than 6 years



	8. Seymour
	More than 56
	More than 6 years



	9. Snow
	33-44
	More than 6 years



	10. Tomlin
	45-56
	More than 6 years






















As seen in Table 1, all the participants had been teaching at the university for 4 or more years. Therefore, they had experience in face-to-face teaching before the pandemic and transitioned to online teaching at the institution during the pandemic.





Procedure


To create the sample, we began by contacting coordinators of English departments in various regions of the country. We requested them to provide us with a list of the teachers in their teams who met the following criteria: (a) having taught for more than three years at the university, and (b) having experience teaching in both face-to-face and online modalities before and after the pandemic, respectively. Using the coordinators’ responses, we compiled a database of fourteen teachers who met the criteria. Ten of the fourteen teachers responded to our request. Then, we shared the consent form with them for their signatures. Upon completion, interviews via Zoom were scheduled based on mutual agreement between the participants and the researcher.





Instruments


Two instruments were used to collect data from the participants. One of these instruments was a survey adapted from Toffoli and Socket (2015). Originally focused on teacher’s perception of students’ informal online language learning habits, we selected and reformulated certain questions to apply to formal online language learning. Additionally, we asked for demographic information from the participants, as shown in Appendix 1.

The second instrument we used was a semi-structured interview, with questions  adapted from Le et al. (2022), who designed an interview to investigate how teachers adjusted their methods to online teaching during the COVID-19 pandemic. However, we found that the questions originally designed for the study mainly aimed at gathering information about the teacher’s experiences teaching online. without providing much opportunity for them to elaborate on the differences between their current practices and their previous ones. To ensure that teachers explicitly addressed these differences, we edited the questions to make clear that we wanted them to compare both experiences. Appendix 2 shows the final version of the interview.

All interviews were conducted via Zoom. We opted for video conferencing because the participants were in different parts of the country, and because videoconferencing closely resembles face-to-face interviews (Irani, 2019). Each interview was recorded, transcribed, and then revised by two researchers. The total interview data amounted to 429 minutes.





Data analysis


The survey data was analyzed using descriptive statistics that helped us better understand our participants. The openended question at the end of the survey was added to the corresponding transcripts of the semi-structured interviews. We used the software Nvivo to code and analyze the data. The resulting thematic table is shared as an appendix (Appendix 3). Specifically, the qualitative data was analyzed using Grounded Theory, following a series of coding processes that included open, theoretical, axial, and selective coding (Flick, 2018). After discovering new themes in subsequent interviews, we revisited each interview. Once the codebook was completed, intercoder reliability (ICR) was calculated by having two coders analyze separately 11% of the data (O’Connor & Joffe, 2020). The level of agreement obtained was 82.5% with a kappa of .78, which aligns with the expected substantial agreement (Landis & Koch, 1977).







Analysis and discussion




Implementing digital tools


During the interviews, teachers expressed that they primarily use digital tools they were already familiar with from face-to-face lessons, such as Kahoot, Padlet, Nearpod, and Wordwall are consistently mentioned. However, the main difference highlighted by some teachers is the systematic integration of these tools into online lessons, with both negative and positive consequences. On the negative side, teachers mention that students can become overexposed to certain tools, leading to reduced interest. On the positive side, teachers have had to familiarize themselves with more options in order to offer students greater variety. Despite initial stress, teachers recognize that this approach has helped them become more versatile and provide different options for each class.

Kahoot is always a good option although I feel that now too many of my colleagues use it, so students do not really feel like playing with Kahoot. What has worked well for me is Padlet because now I have it with lots of information. I use the same one so that students keep adding examples and even get inspiration from others. (Moss)

EFL teachers tend to connect the majority of digital tools and platforms they use in virtual learning environments with gamification. According to gamification research (Kim et al., 2018), these tools serve at least two purposes for teachers in their classrooms: they act as motivational and monitoring strategies. They serve as motivational strategies for students as they are usually well-received. EFL teachers believe that students not only can practice the language but also engage with the lesson through these activities. In addition, they serve as monitoring strategies because these platforms provide results for the participants, thereby making students visible to the teachers, even when their cameras are turned off.

I use Wordwall for games… I think it helps make the lessons more hands-on… Nearpod, Socrative, or any similar tool. These tools make students know that I am not going to be speaking all the time, and that they have to be practicing the language… I think this is motivating for them. (Gardner)

Quizizz, they love it…  to know who won, who took more time… for me motivation is so important…  I think that is the key as well as adapting. I am getting old, I am the one who has to adapt to the new technology, so I can use it to motivate them. (Quinn)

As Lukas and Yunus (2021) mention, during COVID-19, teachers have had the opportunity to explore materials that rely on the immediate accessibility available to students online. This contrast with traditional classrooms, where the materials often needed to be printed out. Additionally, most of the tools and materials teachers have found online are free, thus becoming affordable resources for both teachers and learners (Foti, 2020). Nonetheless, the material and tools to which teachers have access, though entertaining, seem to focus their attention on teachercentered activities. Indeed, most of the digital material and platforms mentioned primarily enhance learner-content interaction and teacher-learner interaction, as teachers oversee the games and tasks. Although tools like Padlet offer opportunities for students to examine each other’s input, teachers often lead these activities as well; therefore, it can be stated that teacher to student(s) is the main type of interaction that is fostered through the digital tools used.

In the context of remote teaching in Chile, it has been reported that teachers have continued using teaching and assessment strategies akin to face-to face teaching, underscoring the need for specialized training (Villarroel et al., 2021). While this may not be the case in the present study, it remains apparent that teachers require training in strategies to enhance student-student interaction in online classes. As highlighted by Hernández-Sellés et al. (2023), teachers have a crucial role in implementing collaborative learning processes in virtual environments. Consequently, it is imperative to identify and address the challenges associated with promoting interaction to facilitate effective teacher training,





Challenges for promoting interaction


While digital platforms like Kahoot and Padlet have proved useful for teachers, a recurrent challenge mentioned was the impact of students not turning on the cameras or microphones. Three main issues were identified: uncertainty about whether students were paying attention, being unable to monitor students, and not being able to implement effective groupwork. All these problems seem to originate from students’ lack of social presence during the EFL lesson (Sjølie et al., 2022).

Regarding the first issue, teachers emphasized how recognizing and interpreting facial gestures to know if students were engaged was of critical importance in the traditional classroom; this has become almost impossible in virtual sessions.

In the traditional format, everything was body language, facial expressions…  it was noticeable not just the being there but being involved in it. However, in the online format on Zoom, most, if not all students, keep their cameras off. I have no way of knowing what they are doing while I explain things. (Alejandra)

There are days in which I feel alone because, of course, some days you think that maybe they are not paying attention, that you are the only one who turns on the camera, but I also have to understand that I cannot force them to. (María)

This feeling of isolation has been address in studies on online learning, which explore students’ perceptions of the online classroom. Studies have shown that peer influence can hurt students by decreasing participation and increasing feelings of isolation when most students decide not to turn on the camera or ignore the teacher (Liu, 2022. Sun, 2014). However, feelings such as those expressed by teachers during the interviews reveal that they may also have to endure isolation at times. Concerning our previous findings, it can be said that the activities teachers implement foster teacher-to-learner interactions, but interactions with learner-to-teacher that used to be expected in traditional classrooms have become more sporadic and difficult to achieve.

Similar difficulties arise with the monitoring of classwork. After teachers give instructions, they do not know with certainty if students are struggling with the activity or even doing it.  Teachers indicate that, in traditional classrooms, it was much easier to find ways to monitor students’ work during class as well as to ensure the actual completion of the activities. For example, they could ask students to share their answers out loud or on the board, or check in with them while they were doing an activity to see if they were having any difficulties.

I tell my students, ‘Let’s do this exercise, you have three or four minutes’, and there we are in silence. I pause the recording. I have to trust that they are actually doing the activity… I cannot see how they are doing it. In contrast, where you are in the classroom, you can monitor, see what they are doing, and help them. (Tomlin)

Finally, setting up group work through the breakout room options on Zoom has had varied results for teachers. While a few argue that they have worked well and have achieved successful learner-learner interactions, the majority indicate that students rarely speak unless they see the teacher in the breakout room with them and that sometimes the students might be unwilling to be part of this type of activity.

In the traditional classroom we did brainstorming activities…  and students would discuss in groups. I would promote this interaction depending on the level of the students… that interaction was great…  but now doing that kind of activity is so difficult. (Coleman)

I have tried to put them together in groups, but some would disconnect the moment [groups were mentioned] …  Sometimes I started groups with 5 in a room and ended up with 1 or 2. That was difficult. (Quinn)

Students’ reluctance to engage in group activities and use the language has been recognized as a challenge linked to negative peer influence, which leads to low participation (Liu, 2022). This is concerning as active exchanges play a vital role in fostering deeper learning in virtual learning environments (Falls et al., 2014. Koh & Hill, 2009). and their absence can serve as a demotivating factor (Liu, 2022). Teachers in our current study acknowledge that the difficulties in organizing this kind of work decrease the motivation of those students who are interested in participating. Additionally, group work is occasionally made difficult because of connectivity problems on the students’ part, which has been identified in previous studies as one of the crucial obstacles in online education (Ghavifekr et al., 2016. Lukas & Yunus, 2021). Consequently, teachers perceive that their students miss out on valuable speaking practice that would be more readily accessible in traditional classroom settings.

Considering the significant problems that the lack of interaction among learners appears to create for EFL teachers, we believe our findings challenge Anderson’s (2003) equivalency of interaction theorem. Even though teachers appear to be able to promote learner-content interaction and teacher-to-learner interaction in good measure, the lack of quality of learner-to-teacher and learner-learner interactions seems to negatively impact teachers’ motivation, students’ motivation, and the overall development of speaking skills in class. Consequently, EFL virtual learning environments must provide students with different types of rich interactions to have a virtual classroom that is conducive to developing students’ language skills and to increase positive factors related to sociability (Kreijns et


al

., 2013).







Conclusion


Nowadays, experts have stated that post-pandemic online education has gained enough space in the educational landscape to be considered either a significant part of the new normal, or, indeed, as the new normal itself.  Given this evolving situation, it has become crucial, particularly in the context of L2 language teaching and learning, to reflect on the main challenges arising from this shift particularly regarding how teachers can be effectively supported.

In the present study, we explored how EFL teachers incorporated digital tools and platforms into their virtual classrooms and the challenges they faced when promoting interaction. Our findings indicate that teachers have attempted to integrate and systematize digital tools to face the challenges of promoting interaction. Some of the tools that have been well-received by students and effectively implemented by teachers are related to game-based learning platforms (e.g., Kahoot, Quizziz, Wordwall). Although these kinds of platforms had been gaining importance in education before the pandemic, it can be argued that COVID-19 has solidified their use as a response to issues of engagement and motivation. The use of these platforms is likely to continue increasing after the pandemic considering the effectiveness teachers report they have. In terms of teachers’ perception of interaction, two key areas have been significantly impacted: the frequency of teacher-student and student-student interaction. Teachers perceive that the lack of interaction has severe consequences for students’ speaking development, the quality of monitoring, and overall motivation.

Additionally, we identified that the lack of participation makes teachers feel isolated inside their virtual classrooms. Despite claims that online education enhances attributes such as self-regulation and autonomy, it is essential to recognize that these skills need scaffolding and development to effectively create a positive virtual learning environment. If teachers face challenges and isolation during teaching, they may become demotivated and eventually experience burnout.

Consequently, academic institutions incorporating online teaching and learning into regular programs should establish ongoing support for teachers to alleviate the potential loneliness they might feel inside a virtual classroom. These instances of support can offer opportunities for teachers to devise appropriate strategies for monitoring and motivating students, which should not only positively impact interaction, but also teachers’ well-being.

Future studies can further investigate the strategies that EFL teachers successfully implement in virtual classrooms to increase students’ participation, especially in learner-learner types of interactions. This line of research could explore innovative teaching methods that have been designed for the post-pandemic virtual classroom, considering factors to assess their effectiveness, such as teachers’ perceptions and students’ perceptions so as to obtain a holistic understanding of their use.








References 


Al Nakhalah, A. M. M. (2016). Problems and difficulties of speaking that encounter English language students at Al Quds Open University. International Journal of Humanities and Social Science Invention, 5(12), 96-101.

Alonso-Tapia, J., & Ruiz-Díaz, M. (2022). Student, teacher, and school factors predicting differences in classroom climate: a multilevel analysis. Learn. Individ. Differ., 94, 102115. https://doi.org/10.1016/j.lindif.2022.102115


Anderson, T. (2003). Getting the mix right again: An updated and theoretical rationale for interaction. International Review of Research in Open and Distance Learning, 4(2). https://doi.org/10.19173/irrodl.v4i2.149


Ariza Covarrubias, R., & Pons Bonals, L. (2021). Medios y redes sociales en la enseñanza-aprendizaje del inglés: valoraciones de estudiantes universitarios. Revista de estudios y experiencias en educación, 20(43), 129-148. http://dx.doi.org/10.21703/rexe.20212043ariza7


Bernard, R. M., Abrami, P. C., Borokhovski, E., Wade, C. A., Tamim, R. M., Surkes, M. A., & Bethel, E. C. (2009). A Meta-Analysis of Three Types of Interaction Treatments in Distance Education. Review of Educational Research, 79(3), 1243–1289. https://doi.org/10.3102/003465430933384


Bonner, S.M., Diehl, K., & Trachtman, R. (2020). Teacher belief and agency development in bringing change to scale. Journal of Educational Change, 21(2), 363-384. http://dx.doi.org/10.1007/s10833-019-09360-4


Carcamo, B., & Perez, C. (2022). Toward Autonomous Learning: Exploring the Impact of Participating in an Online Second Language Learning Course. International Journal of Information and Education Technology, 12(5), 449-455. https://doi.org/10.18178/ijiet.2022.12.5.1640


Carter Jr, R. A., Rice, M., Yang, S. and Jackson, H.A. (2020). Self-regulated learning in online learning environments: strategies for remote learning. Information and Learning Sciences, 121(5/6), pp. 321-329. https://doi.org/10.1108/ILS-04-2020-0114


Castelli, F. R., & Sarvary, M. A. (2021). Why students do not turn on their video cameras during online classes and an equitable and inclusive plan to encourage them to do so. Ecology and Evolution, 11(8), 3565-3576. https://doi.org/10.1002/ece3.7123


Chapelle, C. A. (2006). Interactionist SLA theory in CALL research. In J.L. Egbert & G.M. Petrie (Eds.), CALL research perspectives (pp. 65-76). Routledge.

Echauri-Galván, B., García-Hernández, S., & Fernández-Gil, M. J. (2021). Enseñanza virtual de lengua inglesa durante el confinamiento domiciliario: percepciones y reacciones del alumnado en una universidad española. Íkala, Revista de Lenguaje y Cultura, 26(3), 603-621. https://doi.org/10.17533/udea.ikala/v26n3a08


Evans, T. (1970). Flanders System of Interaction Analysis and Science Teacher Effectiveness. 43rd Annual Meeting of the National Association for Research in Science Teaching, 1–23.

Falls, I., Bahhouth, V., Chuang, C. M., & Bahhouth, J. (2014). Factors Influencing Students’ Perceptions of Online Teamwork. Sage Open, 4(1). https://doi.org/10.1177/2158244014525415


Flick, U. (2018). Doing Grounded Theory (2nd ed.). London, UK: Sage.

Foti, P. (2020). Research in distance learning in Greek kindergarten schools during the pandemic of covid-19: Possibilities, dilemmas, limitations. European Journal of Open Education and E-learning, 5(1), 20-39. http://dx.doi.org/10.5281/zenodo.3839063


Ghavifekr, S., Kunjappan, T., Ramasamy, L., & Anthony, A. (2016). Teaching and learning with ICT tools: Issues and challenges from teachers’ perceptions. Malaysian Online Journal of Educational Technology, 4(2), 38-57.

Hawkins, A., Graham, C. R., Sudweeks, R. R., & Barbour, M. K. (2013). Academic performance, course completion rates, and student perception of the quality and frequency of interaction in a virtual high school. Distance Education, 34(1), 64–83. http://doi.org/10.1080/01587919.2013.770430


Herrera Mosquera, L. (2017). Impact of implementing a virtual learning environment (VLE) in the EFL classroom. Íkala, revista de lenguaje y cultura, 22(3), 479-498. https://doi.org/10.17533/udea.ikala.v22n03a07.

Hernández-Sellés, N., Muñoz-Carril, P., & González-Sanmamed, M. (2023). Roles del docente universitario en procesos de aprendizaje colaborativo en entornos virtuales. Revista Iberoamericana de Educación a Distancia, 26(1), 39-58.

Inayah, R., & Lisdawati, I. (2017). Exploring students’ difficulties in speaking English and Their Attitude In speaking English. Acuity: Journal of English Language Pedagogy, Literature and Culture, 2(1), 12-23. https://doi.org/10.35974/acuity.v2i1.585


Irani, E. (2019). The use of videoconferencing for qualitative research. Opportunities, challenges, and considerations. Clinical Nursing Research, 28(1), 3-8. https://doi.org/10.1177/1054773818803


Kaufmann, R., Sellnow, D., & Frisby, B. (2016). The development and validation of the online learning climate scale (OLCS). Communication Education, 65(3), 307-321. https://doi.org/10.1080/03634523.2015.1101778


Kauffman, H. (2015). A review of predictive factors of student success in and satisfaction with online learning. Research In Learning Technology, 23, 26507. https://doi.org/10.3402/rlt.v23.26507


Keaton, W. & Gilbert, A. (2020). Successful Online Learning: What Does Learner Interaction with Peers, Instructors and Parents Look Like? Journal of Online Learning Research, 6(2), 129-154.

Kim, S., Song, K., Lockee, B., & Burton, J. (2018). Gamification in learning and education: Enjoy learning like gaming. Cham: Springer.

Kitade, K. (2000). L2 learners’ discourse and SLA theories in CMC: Collaborative interaction in Internet chat. Computer assisted language learning, 13(2), 143-166. https://doi.org/10.1076/0958-8221(200004)13:2;1-D;FT143


Kreijns, K., Kirschner, P.A., Jochems, W., & van Buuren, H. (2007). Measuring perceived sociability of computer-supported collaborative learning environments. Computers & Education, 49(2), 176-192.

Koh, M.H., & Hill, J.R. (2009). Student Perceptions of Groupwork in an Online Course: Benefits and Challenges. International Journal of E-Learning & Distance Education, 23(2), 69-92.

Kreijns, K., Van Acker, F., Vermeulen, M., & van Buuren, H. (2013). What stimulates teachers to integrate ICT in their pedagogical practices? The use of digital learning materials in education. Computers in Human Behavior, 29, 217-225. https://doi.org/10.1016/j.chb.2012.08.008


Landis, R., & Koch, G. (1977). An application of hierarchical kappa-type statistics in the assessment of majority agreement among multiple observers. Biometrics, 33, 363–374. https://doi.org/10.2307/2529786.

Le, V.T., Nguyen, N.H., Tran, T.L., Nguyen, L.T., Nguyen, T.A., Nguyen, M.T. (2022). The interaction patterns of pandemic-initiated online teaching: How teachers adapted. System, 105, 102755. https://doi.org/10.1016/j.system.2022.102755.

Lehmann, K. (2004). How to be a great online teacher. Lanham, Md: Scarecrow Education.

Lemay, D., Bazelais, P., & Doleck, T. (2021). Transition to online learning during the COVID-19 pandemic. Computers in Human Behavior Reports, 4, 100130. https://doi.org/10.1016/j.chbr.2021.100130


Liu, J. (2022). Demotivating factors among undergraduate distance English learners: A Chinese case study. Revista Signos, 55(109), 581-604. https://doi.org/10.4067/S0718-09342022000200581


Lowenthal, P., & Snelson, C. (2017). In search of a better understanding of social presence: An investigation into how researchers define social presence. Distance Education, 38(2), 141-159. https://doi.org/10.1080/01587919.2017.1324727


Lukas, B. A., & Yunus, M. M. (2021). ESL teachers’ challenges in implementing e-learning during COVID-19. International Journal of Learning, Teaching and Educational Research, 20(2), 330–348. https://doi.org/10.26803/ijlter.20.2.18


Markova, T., Glazkova, I., & Zabarova, E. (2017). Quality issues of online distance learning. Procedia-Social and behavioral sciences, 237, 685-691. https://doi.org/10.1016/j.sbspro.2017.02.043


Matuga, J. M. (2009). Self-regulation, goal orientation, and academic achievement of secondary students in online university courses. Journal of Educational Technology & Society, 12(3).

Molinillo, S., Aguilar-Illescas, R., Anaya-S´anchez, R., & Vallespín-Ar´an, M. (2018). Exploring the impacts of interactions, social presence and emotional engagement on active collaborative learning in a social web-based environment. Computers & Education, 123, 41–52. https://doi.org/10.1016/j.compedu.2018.04.012


Moore-Hayes, C. (2011). Technology integration preparedness and its influence on teacher-efficacy. Canadian Journal of Learning and Technology, 37, 1-14. https://doi.org/10.21432/T2B597


Moore, M. G. (1989) Editorial: Three types of interaction. American Journal of Distance Education, 3(2), 1-7.

Mosquera Gende, I. (2023). Perspectiva docente sobre el aprendizaje de inglés con herramientas digitales: implicaciones emocionales y actitudinales. TEJUELO. Didáctica de la Lengua y la Literatura. Educación, 38, 13-42. https://doi.org/10.17398/1988-8430.38.13


Mosquera Gende, I. (2022). Flexibilizar el proceso de enseñanza y aprendizaje en una universidad online. Edutec. Revista Electrónica de Tecnología Educativa, 79, 199-213. https://doi.org/10.21556/edutec.2022.79.2351


Mosquera Gende, I. (2021). El desarrollo de la competencia digital de futuros docentes en una universidad en línea. Bordón. Revista de Pedagogía, 73(4), 121-143. https://doi.org/10.13042/Bordon.2021.89823


O’Connor, C., & Joffe, H. (2020). Intercoder reliability in qualitative research: debates and practical guidelines. International Journal of Qualitative Methods, 19. https://doi.org/10.1177/1609406919899220


Park, C., & Kim, D. (2020). Exploring the roles of social presence and gender difference in online learning. Decision Sciences Journal of Innovative Education, 18(2), 291-312. https://doi.org/10.1111/dsji.12207


Qiu, F. (2022). Reviewing the role of positive classroom climate in improving English as a foreign language students’ social interaction in the online classroom. Front. Psycho., 13, 1012524. https://doi.org/10.3389/fpsyg.2022.1012524


Reyes, C., Brackett, M. A., Rivers, S. E., White, M., & Salovey, P. (2012). Classroom emotional climate, student engagement, and academic achievement. J. Educ. Psychol., 104, 700–712. https://doi.org/10.1037/a0027268


Ricardo, C., & Vieira, C. (2023). Creencias y concepciones docentes de educación superior en enseñanza remota en el Contexto de COVID-19. RIED-Revista Iberoamericana de Educación a Distancia, 26(1), pp. 17-37. https://doi.org/10.5944/ried.26.1.33966


Ricardo, C., & Vergara, A. (2020). Integración curricular de las tecnologías de la información y la comunicación: Una aproximación conceptual. En D. Chamorro & M. Borjas. (2020). Investigación evaluativa curricular: un camino a la transformación del aula, (pp. 101-119). Ediciones Uninorte.

Rovai, A. P., Wighting, M. J., & Liu, J. (2005). School climate: Sense of classroom and school communities in online and oncampus higher education courses. Quarterly Review of Distance Education, 6(4), 361-374.

Sadjadi, M. (2023). Challenges and opportunities for education systems with the current movement toward digitalization at the time of COVID-19. Mathematics, 11(2), 259.

Setiawan, F., & Fauzi, A. Z. (2022). Why do not students turn on their cameras during online classes. Budapest International Research and Critics Institute (BIRCI-Journal): Humanities and Social Sciences, 5(1), 4529-4539. https://doi.org/10.1002/ece3.7123


Shlenskaya, N., Karnaukhova, A., Son, L., & Lapteva, E. (2020). Teachers’ Burnout in Online University Courses in the Time of Pandemic. The 4th International Conference on Education and Multimedia Technology. https://doi.org/10.1145/3416797.3416841


Singh, V., & Thurman, A. (2019). How many ways can we define online learning? A systematic literature review of definitions of online learning (1988-2018). American Journal of Distance Education, 33(4), 289-306. https://doi.org/10.1080/08923647.2019.1663082


Sjølie, Ela., Espenes, T. C., & Buø, R. (2022). Social interaction and agency in self-organizing student teams during their transition from face-to-face to online learning. Computer & Education, 104580. https://doi.org/10.1016/j.compedu.2022.104580


Sun, S. Y. (2014). Learner perspectives on fully online language learning. Distance Education, 35(1), 18–25. https://doi.org/10.1080/01587919.2014.891428


Toffoli, D., & Sockett, G. (2015). University teachers’ perceptions of Online Informal Learning of English (OILE). Computer Assisted Language Learning, 28(1), 7-21. https://doi.org/10.1080/09588221.2013.776970


Tseng, H. W., Yeh, H.-T., & Tang, Y. (2019). A close look at trust among team members in online learning communities. International Journal of Distance Education Technologies, 17(1), 52–65. https://doi.org/10.4018/IJDET.2019010104


Turley, C., & Graham, C. (2019). Interaction, Student Satisfaction, and Teacher Time Investment in Online High School Courses. Journal of Online Learning Research, 5(2), 169-198.

Van-Deursen, A., & Van-Dijk, J. (2016). Modeling traditional literacy, Internet skills and internet usage: An empirical study. Interacting with. Computers, 28, 13-26. https://doi.org/10.1093/iwc/iwu027


Villarroel, V., Pérez, C., Rojas-Barahona, C. A., & García, R. (2021). Educación remota en contexto de pandemia: caracterización del proceso educativo en las universidades chilenas. Formación universitaria, 14(6), 65-76. https://doi.org/10.4067/S0718-50062021000600065


Weidlich, J., & Bastiaens, T. J. (2019). Designing sociable online learning environments and enhancing social presence: An affordance enrichment approach. Computers & Education, 142, 103622. https://doi.org/10.1016/j.compedu.2019.103622


World Economic Forum. (2020). The COVID-19 Pandemic Has Changed Education Forever. This Is How. Retrieved from https://bit.ly/3y9KoAJ


Xie, X., Siau, K., & Nah, F. (2020). COVID-19 pandemic – online education in the new normal and the next normal. Journal of information technology case and application research, 22(3), 175-187. https://doi.org/10.1080/15228053.2020.1824884


Zhao, Y., & Watterson, J. (2021). The changes we need: Education post COVID-19. Journal of Educational Change, 22, 3-12.




Appendix 1


Online survey for teachers

The following survey will help us collect your demographic information as well as your perceptions of online teaching.

Section 1

1. Age

a. 20-29 b. 30-39 c. 40-49 d. 50-59 e. 60-older

2. Years of experience teaching at this university

a. 2 years or less b. 3-5 years c. 6-10 years d. 11-15 years e. More than 15 years

3. Years of experience teaching online

a. 2 years or less b. 3-5 years c. 6-10 years d. 11-15 years e. More than 15 years

4. Which levels do you usually teach? (you can select more than one)

a. LCE001 b. LCE 002 c. LCE 003 d. LCE 004 e. Other

Section 2

1. When a colleague teaching English online at UDLA tells you, “All my students engage actively in English classes online”, based on my experience, my reaction is ....

a. skeptical, I doubt that this is true for most

b. surprised, probably the majority is not usually engaging

c. not surprised; I think some students engage regularly in class

d. I nod in agreement, this is what happens most of the time

e. Other

2. When I compare face-to-face classes to what we have now online, I consider that the number of students concerned by English ... a. is stagnating

b. is diminishing

c. is increasing

d. other

3. The shift from face-to-face to online teaching modality has as impact… (you can select more than one) a. Improvement in interaction teacher-students

b. Improvement in interaction student-student (pairwork)

c. Improvement in interaction in groups

d. Lack of interaction teacher-students

e. Lack of interaction student-student (pairwork)

f. Lack of interaction in groups (groupwork)

4. What are the biggest differences in your teaching when you compare your face-to-face teaching with your teaching on Zoom online? Tell us about it.




Appendix 2


Questions for the semi-structured interview

1. What digital tools did you use in your face-to-face classes? Which ones do you use now in your online lessons?

(¿Qué herramientas digitales usabas en tus clases presenciales? ¿Cuáles usas ahora en tus clases en línea?)

2. Can you describe how assessment was in face-to-face lessons? How is it now that is online? (¿Puedes describir cómo era la evaluación en las clases presenciales? ¿Cómo es ahora en tus clases en línea?)

3. How did you provide feedback to your students in face-to-face lessons? How do you do it now online? (¿Cómo le entregabas la retroalimentación a los estudiantes en tus clases presenciales? ¿Cómo lo haces ahora en tus clases en línea?)

4. How did you notice whether or not students were paying attention in face-to-face lessons? How do you do it now online?

(¿Cómo te percatabas de que los estudiantes estaban o no poniendo atención en clases presenciales? ¿Cómo lo haces en tus clases en línea?)

5. What kind of difficulties made it difficult for you to check your students’ performance in face-to-face lessons? What kind of difficulties makes it difficult to do it online?

(¿Qué tipo de dificultades te impedían observar el desempeño de tus estudiantes en modalidad presencial?, ¿Qué tipo de dificultades te impiden observar el desempeño de tus estudiantes en modalidad virtual?)

6. How did you motivate students to participate in face-to-face lessons? How do you do it now online? (¿Cómo motivabas la participación en tus clases presenciales? ¿Cómo lo haces ahora en tus clases en línea?)

7. What are the instances that promoted interaction in pairs and/or groups in face-to-face lessons? What are the instances that promote interaction online?

(¿Cuáles instancias se generaban para la interacción en parejas y/o grupos en las clases presenciales?,

¿Cuáles son las instancias de interacción que se generan en las clases en línea?, ¿Las podrías describir?)

8. What is the material with which students worked best in face-to-face sessions? Which is the material with which students work best in online lessons?

(¿Cuál es el material con el que trabajaban mejor los estudiantes en clases presenciales?, ¿Cuál es el material con el que trabajan mejor los estudiantes en clases en línea?)




Appendix 3


Thematic table Final Codebook









	
Names

	
Description




	
Digital tools

	
Category including elements related to the use and impact of digital tools in teaching (in general) and teaching EFL (specifically).




	
     Examples

	Label used for comments in which a tool is mentioned by the participant.



	
     Positive consequences

	Label used for comments in which the participant mentions a positive consequence that is brought about by the use of digital tools in the virtual learning environment.



	
     Negative consequences

	Label used for comments in which the participant mentions a negative consequence that is brought about by the use of digital tools in the virtual learning environment.



	
Challenges

	
Category including elements related to the challenges that arise when promoting speaking-interaction in the EFL virtual learning environment.




	
      Attention

	Label used for comments that refer to challenges related to keeping or confirming whether students are paying attention to the class.



	
     Monotoring

	Label used for comments that refer to challenges related to the monitoring process that should occur in class.



	
     Group work

	Label used for comments that refer to challenges related to setting up group work.
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