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In this qualitative case study, the implementation of a student-centered model of teaching, 

“Design Thinking," is explored to understand the difficulties learners experience when studying 
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would continue to learn in a formal setting. This study also demonstrates that intrinsic 
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traits, and applied teaching methodologies were among the main factors affecting students’ 

language performance. 

 In a later phase of this study, eleven participants were asked to brainstorm and discover new 

creative tools and strategies to maximize learner motivation, engagement, and target language 

retention in online learning environments. Participants suggested that instructors should not use 

synchronous communication to correct speaking errors; it was also suggested by participants that 

instructors should provide learners with more opportunities to speak the target language. To 

mitigate a lack of learner immersion in online environments, the participants of this study 

suggested web 2.0 tools in addition to the current web conferencing technologies.   

Based on the concrete ideas presented by the participants of this study, a template for an online 

Conversational Modern Hebrew course was created, developed and applied to an online learning 

management system.   

 

Keywords: Design Thinking, Foreign Language, Online Language Learning, Modern Hebrew, 

Web 2.0 tools  



 
 

 

Keywords: 

● In this study the term “learning” is defined as an explicit and conscious process which 

happens in a formal environment.  The term “acquisition” is used to describe how 

learners “pick up” a second language (L2) or a foreign language (F/L) in an implicit, 

subconscious way and within an informal environment (Krashen 1981:101, Ellis 1989).  
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Preview of Subsequent Chapters 

 

 

This study focuses on an interdisciplinary approach in order to understand the difficulties 

that people experience in learning a foreign language in formal, online settings. The theories, 

approaches, perspectives, and methodologies are taken from the fields of Anthropology, Adult 

Education, and Sociology. The purpose of this study is not only to explain or compare different 

aspects of the participants’ reflections of their problem framing, but also to integrate their 

insights to get a full range of explanations and to obtain a more holistic approach to the 

problems. This study, therefore, centers on a focus of finding additional ways to maximize the 

learning of a second language based on the participants’ experience, perceptions, knowledge, and 

creativity.  In the final component of this study, the generated ideas of the participants are 

applied to an online Conversational Modern Hebrew course. 

The Design Thinking process framework has been applied successfully within diverse 

business and corporate settings, as well as within universities, to improve academic programs 

(Ellis and Bernhardt 2017), At the time of this study, there were over sixty educational 

establishments world-wide that offered Design Thinking courses in various formats: as 

supplemental training, as a course in existing curriculum, in workshops, or as its own degree 

program (Goldman et al. 2013 in Taheri et al., 2016).  In the Foreign Language discipline, 

however, only two studies were found to use Design Thinking: the Foreign Service Institute 

(FSI) has used this process to redesign their Spanish language curriculum with Google sites; and 

in the United Arab Emirates, a course was designed using the iPad mobile learning technology to 

teach English as a second language (Ellis and Bernhardt, 2017; Marin, Hargis, and Cavanaugh, 
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2013). However, in my own review of the literature, there were no studies which implemented 

Design Thinking principles to understand the difficulties in learning a foreign language to create 

new strategies for employing different kinds of oral communication activities with technology to 

further improve foreign language learning within an online environment.  

This study provides a deeper understanding of the reasons, and the ways in which, people 

perceive their experience of learning a foreign language. This study benefits not only the online 

teaching and its analogous learning community, but also raises the awareness of the importance 

of teaching and learning the less commonly taught foreign language of Modern Hebrew.  

Finally, this study helped me, as the researcher, to investigate how teaching tools can be 

designed collaboratively and honed through empathy. This study demonstrates the context that 

must be taken into account when analyzing the challenges that learners face in learning foreign 

languages. Learning about this process, as a facilitator, has helped me to develop more empathy 

towards my learners. I believe that it is critical, as a facilitator, to develop empathy towards 

learners and educate ourselves with fresh ideas, principles, methodologies, and technologies to 

improve the online learning experience. My research has been monumental in the development 

of new tools I have developed for the teaching of Hebrew in my own online courses at Oregon 

State University (OSU) - however, it is my hope that this research leads to increased enrollment 

in all foreign language courses.  

 Chapter One frames the conceptual framework of the study. In this chapter, I present my 

position with relation to this framework and present a background of the problems. This first 

chapter ends with the research questions that guided this study.  
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Chapter Two presents a review of the literature divided into three sections. The first 

section presents an overview of foreign language education in the United States before 

narrowing to focus on the discipline within Oregon State University.  The second section 

explores the growth, purpose, experience, and future of online learning. The final section of this 

chapter presents the research supporting the framework of this study - the Design Thinking 

process model - and the reasons for promoting learning Modern Hebrew as a foreign language 

through online learning.  

Chapter Three focuses on the research methodology of this case study. This chapter 

discusses the application of the procedure with relation to the site of the interviews, the 

demographic attributes of the participants’ population, the protocol of the interview process, and 

the research limitations of this study.  

Chapter Four presents a summary of the findings, following the first three phases of the 

Design Thinking process that guided this investigation: Empathize, Define, and Ideate. 

Chapter Five represents an application of the findings to the final two phases of the 

Design Thinking process:  Prototype and Test. This chapter recounts the development of an 

online Hebrew conversational course, including the various factors that were taken into account; 

the target audience, course prerequisites, attributes of the learners, learning objectives, and the 

course outcomes are discussed within this section. This chapter concludes with a provision of 

concrete activities and assignments based upon the collection of participant ideas generated 

during the Ideate phase of the interviews.  

Chapter Six addresses the overall findings of the case study to support my conclusions 

drawn from insights of research collected from three complementary disciplines of social-
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science: Anthropology, Adult Education, and Sociology.  This chapter concludes with 

recommendations for relevant applications of the research findings.  
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Chapter 1  Introduction 

 

 

1.1 Positioning Myself  

 

         I have learned four different languages throughout my life, and my learning experiences 

with each one have greatly influenced the way in which I teach Hebrew today. Before 

immigrating to Israel, I lived with my family in Morocco until the age of ten.  In Morocco, I 

spoke French and understood the spoken native vernacular language, known as Darija 

(Moroccan dialect of Arabic). However, I could not speak the language. I heard this language all 

the time from my parents and my extended family, but I had no direct contact with anybody who 

spoke only Moroccan Arabic. In Morocco as a child, every time I tried to speak Moroccan 

Arabic, I was unable to pronounce the guttural sounds that are emblematic of the language. 

Today, it seems inconceivable to me that I did not speak the vernacular language even though I 

was ten by the time I left the country.  On the other hand, I learned Hebrew within a few months 

of total immersion when I arrived in Israel. This is most likely because nobody could speak 

French, and so I had to learn the language within a few months in order to get by. 

 I started learning English in Israel, beginning in 5
th

 grade, and I continued taking English 

classes all the way through college in Israel.  Even after all this time spent in English classes, 

however, I was still unable to speak the language: the language instructors, who were not native-

English speakers, never insisted on their learners developing an oral competency of the language. 

Unlike my experience with Darja in Morocco, this time Even though I could write, read, and 

comprehend the English language, I was not able to speak it. In both cases, I was a passive 

bilingual, in that I understood, but did not speak, the language.  
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I finally started speaking English when I prepared to take the Test of English Foreign 

Language (TOEFL), for the second time in my life, as an immigrant in Chicago. I found myself 

speaking English mostly to my immigrant classmates whose English level was similar to mine; I 

found speaking English as a foreign language in this way to be non-threatening. I then started 

reading children’s books and watching easy-to-understand TV series. Over time, I began 

practicing my English with local speakers in social and formal settings. Having a strong 

understanding of the grammatical base, which I had learned in Israel, made this process easier.  

Based on my own experiences, I have decided that the best way to learn a language 

effectively is to teach it in context while encouraging the learners to converse in it as much as 

possible. I have incorporated methods of facilitation and have included creative activities to 

assimilate active speaking within my online courses, because I strongly believe that an unspoken 

language is, in a way, a dead language. 

After teaching Hebrew for over 15 years, I believe that everyone can learn a new 

language.  In order for the learners of a foreign language to be successful, I have observed that 

intention and desire is not enough without putting in the necessary time and effort. As an online 

Hebrew teacher, I encourage my learners to manifest their intention and desire into putting in the 

required time and effort. As such, I have had the joy of watching my students work through the 

courses and leave my classes with improved language skills and with an expanded worldview. 

I assist in the foreign language-learning process as a facilitator. My stance on facilitation 

is that the student is in control of his or her destiny; I cannot will my students to learn and 

likewise cannot force them to engage with the material. However, by breaking down the 

concepts into facile lessons, and by providing opportunities for students to choose assignments 

based on their own learning styles, I personalize each student's unique experience with learning a 



7 
 

new language. By sharing my enthusiasm and personal experiences in a safe and inviting 

environment, I have the ability to become both a guide and a mentor. Further, I connect my 

lessons thematically and contextualize the material to both my student's lives as well as the 

history and culture of the language.   

My goal as a facilitator is to foster creativity, teach adaptability and work collaboratively 

with people who might not think the same way I do.  For this reason, the assignments in my 

courses are subjective, and the reality is situated upon the individual’s experience. I identify with 

the epistemological humanist approach to teaching, wherein reality is subjective, based on the 

individual’s feelings and experiences (Cresswell, 2013).  In my courses, I intentionally provide 

the freedom for each student to choose activities from an array of possibilities to cater to his or 

her individual interests. 

As an educator, I have the responsibility of self-regulating my positionality to be open to 

all types of learning and teaching approaches. I am also responsible for monitoring my 

facilitation strategies to constrain any ethnocentric aspects. This does not mean that I have to 

give up my tried-and-true approaches; it does mean, however, that I should incorporate new 

ways of teaching.  For this reason, I implemented a problem-solving model called Design 

Thinking. 

Design thinking first defines the problem of the participant and then implements the 

solutions, from the point of view of the participant.  This method helped me understand, improve 

and create an individualized learning environment that will benefit the learner. It is my intent to 

find a new facilitation strategy to improve my online Hebrew courses. This strategy would be 

employed to increase my students’ retention level based on their individual positionality with 

regard to the target language, knowledge, experiences, and imagination. As such, this research 
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posits that the Design Thinking model is the most applicable strategy to maximize the learning of 

a foreign language through online courses. 

It is important to me that these online classes are interactive and innovative, because as 

one learns a foreign language, he or she is also concurrently learning about the target culture, 

belief systems, and sociological perspectives. Throughout my childhood in Morocco and into 

adulthood in the United States, I have experienced anti-Semitism. As such, I feel strongly that we 

can develop a more open-minded society, with less fear of differences, through foreign language 

education. Through my passion for the Hebrew language and the culture that it represents, I can 

create an environment where learning is celebrated, diversity is accepted and valued, and people 

can express themselves openly. By employing a Design Thinking strategy into my courses, I will 

be able to utilize the currently available online tools such as videoconferencing and audio- and 

video-recording to create a learning environment as contiguous to real-world, face-to-face 

communication as possible. Design Thinking, in this study allowed me to create new strategies 

of employing technology to further improve foreign language learning within an online 

environment. 

 

1.2  The Conceptual Framework  

 

1.2.1 Personal and Teaching Experiences 

 

Based on my own experiences as a speaker of several languages, in addition to my 

Hebrew teaching experience, one of the established strategies to learn a foreign language 

effectively is to teach it within a relevant context. To solidify the learning, I have found that this 

strategy can be expanded upon when the facilitator is able to include different methods and 
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activities that involve active speaking. For my courses, I use web-conferences and Skype to 

provide the learners with opportunities to practice speaking Hebrew, and to administer oral 

activities; I use online discussion boards for creative writing, and written exercises; and I utilize 

online flashcard programs to help the learners retain the lesson’s vocabulary words.   By the end 

of the first term, all students are able to read and write at skill-level.  The speaking skill-level, 

however, varies according to the students’ individual abilities and is typically reflective of the 

time they spent speaking Hebrew. 

 

1.2.2   Social Constructivism 

 

 Dewey, an avid founder of the progressive education movement, proposed that 

education should work with learners' current understanding, taking into account their prior ideas 

and interests (Dewey, 1897). As a founder of the concept of transformative learning, Mezirow 

proposed that learning should lead to empowerment of the learner, and that knowledge is not 

“out there” to be discovered, but is rather created from interpretations and reinterpretations in 

light of new experiences. In other words, the learner builds knowledge, and his or her context 

influences the ‘truth.’ (Bierema 2014, 84) The meaning of the experiences, values and beliefs, 

according to social constructivism, is always subjective which leads the researcher to search for 

the complexity of view rather than narrowing the meaning into categories or ideas. (Creswell, 

2013, 24). In this, through researching and executing Design Thinking strategies within my 

courses to imagine a better learning online environment, it further leads the participants to feel 

valued and to construct their own realities around an expanded worldview.  
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1.2.3 Creative Thinking 

 

Research describes creativity as more than simply ‘idea generation;’ creativity is defined 

as combining few concepts, finding a way to solve a problem and looking for information and 

evaluating it.  (Mumford, 2003). In a series of research studies, Sternberg (2006) discovered that 

teaching for creativity improves learners’ subsequent academic performance . An important 

aspect of creativity, as identified by Runco and Acar (2012), is the ability of an individual to 

employ both divergent and convergent thinking in the creative process.  

The Design Thinking process model includes both divergent and convergent thinking, 

specifically in the step commonly referred to as “ideation,” in which as many solutions as 

possible are generated (divergent thinking) and then patterns are developed (convergent 

thinking). 

Creativity depends on the value and the specific culture of the individual. Creativity can 

help people develop their problem solving abilities, enrich their lives through adding a layer of 

personal investment, and positively affect an individual’s development in conjunction with 

changing societal norms.  Facilitators must view creativity not only in their own culture, but also 

in the different cultures represented within the student population. With the increase of digital 

information, it is important that facilitators transform their tendency to use the top- down model 

to a preference for introducing creativity into the curriculum. (Newton, Newton 2014) 

As facilitators, we need to practice and develop our abilities to combine creativity into 

the classroom so that students are provided with the appropriate strategies to effectively solve 

problems within the classroom and beyond it. According to Robert Sternberg, creative 

intelligence is the ability to think outside of "the box."   Instructors, in many ways provide the 

framework which students are given to work within. One of the largest difficulties that a teacher 
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has is to give guidelines for the classroom experience without restraining the independent 

thoughts of the students. The most successful classroom is one, which people feel comfortable 

sharing their insights with one another, and the best teachers are those, who encourage students 

to bravely look into uncertain territory; also, relating their individual experiences with the 

materials they are presented within the curriculum (Sternberg, 2006). 

The instructions to the participants had very general rules, relevant to the topic of 

learning a language and the questions in the interviews were open ended.   Freedom of choice, 

setting the expectation of imagination and creativity was preferred, and sending the underlying 

message that there is no right or wrong answer for expressing solutions to the 

problem  encouraged the participants to look beyond what is accepted.  Fostering a culture of 

open communication was very important in these interviews. It encouraged 

creativity.  Autonomy and freedom of expression increased the creative confidence in the 

learner. 

In this study, Design Thinking allowed the participants to use their imagination and 

they  ideated or brainstormed  new ways of teaching and learning a foreign language, from their 

own perspective and culture. 

 

1.2.4 Andragogy and Lifelong Education 

 

Andragogy is the art and science of adult learning (Merriam and Bierema, 2014, 42).  

Malcolm Knowles, a proponent of andragogy, identified six principles of adult learning. 

Knowles’ theory identified that adult learners are self-directed; they bring their own life 

experiences and knowledge to the learning environment; they are goal- and relevancy-oriented; 

they need to be respected and to be treated as equals; and they voice their own opinions and 
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require a role with the direction of their learning (Smith, 2002; Merriam, Caffarella and 

Baumgartner, 2007 ). 

Through conversations, stories, dance, songs, study groups, work groups, and play groups 

people in communities around the world learn and pass their knowledge on to the next 

generation. In this regard, each person is respected and valued for his or her contribution and the 

focus of the learning is the improvement of their own lives. This form of education is called 

“lifelong” education and is one of the cornerstone principles of the Andragogy theory (Merriam, 

Caffarella and Baumgartner, 2007). The focus is on the learner's’ needs while, at the same time, 

the learner’s role is regarded as a learning resource. Lifelong education is demonstrated in 

informal education environments where people access knowledge, and experience different 

attitudes and insights. Informal learning moments that occur in this capacity cannot be obtained 

otherwise in formal settings where the teacher is an all knowing figure because the learning 

comes organically - through the wisdom of others the learner perceives to be learnt, 

knowledgeable, respected and valued; through available tangible resources such as books; or 

through access to the internet learners study independently. In these informal learning moments, 

the learners can celebrate every step of their self-improvement while seeing it as “natural” 

(Merriam, Caffarella and Baumgartner, 2007). 

Some characteristics of informal lifelong education are also applicable to formal 

education. In this study, practical solutions to the problems of learning a foreign language were 

proposed as a result of reflecting, analyzing, and brainstorming based on the past experiences, 

knowledge and imagination of the participants. By concentrating on what participants wanted to 

“fix,” it was their intrinsic motivation that influenced them to find solutions (Carver, Lawrence 

& Scheier, 1999). The keystone of lifelong learning is the perspective of finding flexibility in the 
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way we see life and learning, and can be exemplified in valuing the significant range of emotions 

as important aspects of learning and teaching. Informal lifelong education leads to a lasting and 

meaningful learning experience and validates the existing knowledge of the person. This study 

was based on these assumptions and beliefs to improve the learning of a target language. This 

framework led to finding out about students’ interests and past experiences to enlist their 

informal knowledge to help design better courses (Smith, 2002). 

 

1.2.5  Foreign Language Online Learning Options 

 

There is a variety of learning programs available online that allow students to learn a 

foreign language. Some examples of online learning include Massive Open Online Courses 

(MOOCs), paid software programs, and online courses.  Instructor feedback and learner 

engagement are among the major differences amongst these variations of learning applications 

(Hood, 2005, Heil, Wu and Lee, 2016). 

MOOCs allow students to register for free regardless of their qualifications. In addition, 

MOOCs typically host a large and diverse learner body, consisting of participants who not only 

have diversified backgrounds but also a wide range of motivations for enrolling in a 

course.  Most lessons in MOOCs are presented as video-recorded lectures that otherwise may 

lack feedback from the instructors or comprehensive interactivity amongst learners. Automated 

assessments and online discussions typically take place amongst the learners but not with the 

instructor.  As a result, participants are required to self-regulate their own learning to determine 

when, how and with what content and activities they engage in. As a result, not everyone has the 

aptitude to complete the course (Hood, 2015). 
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There are also paid self-study programs, such as Rosetta Stone and Pimsleur, to learn a 

new language.  Here again, there is a lack of personal feedback.  Because there is a lack of 

instructor presence within these types of software programs, learners do not have the opportunity 

to receive personal feedback (Heil, Wu and Lee, 2016). 

Many universities offer online foreign language learning. Some of these courses provide 

accreditation. Online academic courses typically provide the learner the ability to interact with 

the instructor on a regular basis and receive personal feedback throughout the course. 

Distance education which refers to online learning without any face-to-face interaction, through 

the internet, has been seen as a low-cost method of providing instruction to students.  Learners 

choose online programs for a variety of individual factors, such as job and family responsibilities 

as well as geographic location (Reiser, 2001). Time zone, sound quality, “dead air,” computer 

issues are some of the problems learners might confront in such online environments. 

In the last thirty years communications projects such as videoconferencing have been in 

development for making real-world face-to-face communication as realistic as possible. 

Although things are getting better in this area, videoconferencing can be frustrating for some 

people due to technical difficulties. In 2016 more companies are investing in improving not only 

the quality of video conferences but also increasing the security and encryption to ensure 

transmission security in this platform (TechDesicion, 2016). 

Accessing learning content and resources has to be available to educators and 

learners.  At this time, instructors can customize lessons to fit the needs of their classes. Through 

games, facilitators can increase motivation, interest and engagement of students. One of the best 

examples is a phone accessible learning game called Duolingo (Heil, Wu and Lee, 2016). It is a 
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tool  that teaches a foreign language through strengthening vocabulary, with levels just like 

traditional video games. 

Another benefit of new technology is the possibility of learning with books that have 

digitized formats. Not only they are cheaper but they can also be much more interactive. They 

can include features such as text to speech; so that students who have problems reading can listen 

to the material instead.   

The technology has the potential to reach many more students, even those that learn 

better in ways that are unconventional, such as visually, and those with different backgrounds. 

Even students that live in areas inaccessible to a university campus can achieve their potential 

remotely. I used Design Thinking to develop new ideas to improve the way foreign language is 

taught online. 

 

 Research Questions 

 

The following are the research questions answered in this study: (1)  What difficulties 

have learners experienced in learning a foreign language? (1a) What were the factors that 

contributed to their frustration? (2) How could they solve their problem if they had no financial 

limits? (2a) Could the solution be applicable to online learning, and if so, how? (3) Is the Design 

Thinking process helpful in the participant’s understanding, identifying, and generating ideas? 

(3a) What did they think of the Design Thinking process? 
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Chapter 2  Foreign Language Education and Online Learning 

 

 

In the United States, learning a foreign language at school is not a federal requirement at 

any level of education. While the benchmarks are different in every state, as few as seven percent 

of Americans, can attribute their knowledge of another language to the skills learned in school 

(Devlin, 2015). In 2005, only 9.3 percent of the U.S. population claimed they have a bilingual 

fluency as opposed to 52.7 percent of the total population in Europe (Trimnell, 2005). A report 

from the Modern Language Association (MLA) showed that in 2013, only one fifth of the U.S. 

population knew another language, (Flaherty, 2015). According to the American Council on the 

Teaching of Foreign Languages (ACTFL), only eight percent of college students study a second 

language (American Council on the Teaching of Foreign Languages, 2017). 

In the past, languages were learned mostly for humanistic or utilitarian reasons: for 

enjoyment, to explore a new culture, to travel, or to obtain a job. Today, knowing an additional 

language can also help expand an individual’s prospects in the global job market (Trimmell, 

2005). Students today also learn languages not only to communicate, but also to meet people and 

create partnerships abroad, or to make a difference in a different country (Soontiens, 2004).  

Communication is accomplished through different combinations of pictorial, oral and 

written modes and these are influenced by popular culture, new media and different cultures. 

Blommaert (2015) suggests that globalization is changing the connections between a culture and 

a specific territory. Communication in the majority of the world happens in real time with 

today’s technology, arguably fading the otherwise distinct geographical and physical borders, 

and changing the value and the functionality of language itself. Blommaert (2015) explains that 

no native speaker possesses a perfect comprehensive knowledge of his or her language; one’s 
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control of language does not necessarily reflect an individual’s language ability, but rather, it 

reflects the needs of the individual speaker. As a result, an individual’s fluency in one domain of 

the language may be distinctly different than another domain, resulting in what Blommaert 

described as a “checkered competency” (2015,133). Language interpretation goes beyond the 

literal meaning of the word or the proper grammatical use of the language. It is related to the 

power relationship that is dominant in the society one’s lives in and the time period one lives in. 

Both need to be understood. Increasing one’s sensitivity to a larger range of repertoires will 

result in bringing people of different backgrounds together, through different communicative 

scripts, with non-standard mixed languages, and with different scales of knowledge.  Blommaert 

suggests using communities of practice that emphasize shared activities and collaborative 

relationships to maintain social, religious, cultural, economic, and political practices in different 

places (2015). This exposure to diversity offers individuals a better chance to develop creativity 

and openness, and to expect a less than “perfect” delivery of the language’s vocabulary, 

grammar, or accent. Online learning allows students to learn a new language without the barriers 

they may face if enrolled in brick-and-mortar classes: the scheduled time of the class, or the area 

in which they live, is no longer a major consideration. The current trend toward later retirement 

means that both learners and educators have to keep pace with technologies (Merriam & 

Bierema, 2014). Given the above factors, educators must continue to adapt to their learners’ 

needs, and must continue to develop open attitudes toward online learning to enrich their learners 

in a lifelong journey of learning for enjoyment, enrichment, and advancement in new ways.  

 The global population of internet users has increased from 31.8 percent in 2011 to 46.1 

percent in 2016 (“Number of Internet Users,” n.d., table 1). This trend supports the evidence that 

approximately 30 percent of the average university student’s enrollment reflects some sort of 
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technology-enhanced learning (Dziuban, 2011). On the other hand, the MLA reported that in 

2015 the overall enrollment of all higher education foreign language courses has dropped 6.7 

percent since 1995; further, Modern Hebrew enrollment has declined 19.4 percent since 1995 

(these figures are demonstrated in Table 1 of this document) (Flaherty 2015).   
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Table 1. Total Language Course Enrollment Percentage Change in Higher Education from 

 2002-2013 in the United States.  

 

Foreign 

Language Course 

Change from 

2002-06 (%) 

Change from 2006-

09 (%) 

Change from 2009-

13 (%) 

Spanish 10.3 4.7 -8.2 

French 2 4.5 -8.1 

Amer. Sign L 31.1 15.5 19.1 

German 3.3 1.6 -9.3 

Italian 22.3 2.7 -11.3 

Japanese 25.2 10.6 -7.8 

Chinese 50.4 16.5 2 

Arabic 126.6 45.5 -7.5 

Latin 7.8 0.9 -16.2 

Russian 3.5 8 -17.9 

*Anc. Greek 12 -12.2 -35.5 

*Bib. 

Hebrew 
-0.3 -2.6 -8.7 

Portuguese 23 9.3 10.1 

Korean 37.1 18.2 44.7 

MD Hebrew 11.6 -13.6 -19.4 

*Other lang. 33.6 21.4 -2.6 

Total 12.9 6.2 -6.7 

This table demonstrates a 6.7 percent drop in language course enrollments between 2009 and 

2013 - after decades of growth between 2002 and 2006. The numbers represent AA, BA, MA, 

and PhD enrollments in over 98 percent of US accredited institutions. Asterisked items (*) 

identify language courses not offered at Oregon State University. Table used by permission of 

Modern Language Association (2017) Appendix A. 

 

Oregon State University (OSU) reflects a higher drop in percentage numbers than even 

the national averages. The percentage of enrollment in foreign languages at OSU dropped 
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between 24.46 and 34.51 percent in the last ten years; as Table 2 (below) indicates, only 

Japanese courses at OSU have demonstrated an increase of 38 percent enrollment (OSU 

Cooperative Open Reporting Environment). In terms of foreign language course enrollment at 

OSU, Spanish courses from 100 level to 599 level are by far the most popular. Figures 1, 2, and 

3 (below) denote enrollment totals of foreign language classes at OSU distributed by course level 

(in reference to Figure 3, it is important to note that not all languages offer third- to fifth-year 

language courses). 

 

Table 2. Total Course Enrollment Percentage Change by Language on Campus in  

2010 and 2015  at Oregon State University 

 

Language 2010 2015 Percentage 

Change 

French 2771 1937 -30.10% 

Japanese 1513 2088 38.00% 

German 2498 1636 -34.51% 

Spanish 8802 6649 -24.46% 

Italian 880 596 -32.27% 

Chinese 1375 935 -32.00% 

Data provided by CORE (OSU Cooperative Open Reporting Environment), and by Oregon State 

University Foreign Language Department, 2017.  
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Figure 1: Enrollment of students on campus by language in 100-299 levels from 

2005-2015 at Oregon State University.  Russian and Arabic courses were not 

taught beginning in 2009. Data provided by CORE and by Oregon State 

University Foreign Language Department. 

 

    
 Figure 2: Enrollment of students on campus by language in 300-499 levels from 

2005-2015 at Oregon State University. Russian and Arabic courses were not 

taught beginning in 2009. Data provided by CORE and by Oregon State 

University Foreign Language Department 
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Figure 3: Enrollment of students on campus by language in 500-599 levels 

from 2005-2015 at Oregon State University. Data provided by CORE and 

by Oregon State University Foreign Language Department. 

 

On the other hand, as Table 3 and Figures 4, 5, and 6 (below) demonstrate, online foreign 

language courses of OSU have experienced an increased enrollment percentage, from 30 percent 

to over 300 percent from 2012 to 2016. It is important to note, however, that the total student 

enrollment numbers are smaller in online courses than they are for on-campus courses: the 

maximum capacity is between 18 and 21 students. Further, some online courses began their 

language programs in the 2011-2012 academic year but did not offer multiple courses 

consistently for each level; some programs offer the first sequence only in the fall. In these 

instances, to increase the second year sequence, these programs are required to increase the base 

numbers of their first year introductory courses. 
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Table 3 Total Course Enrollment Percentage Change by Language on Ecampus 

 In 2012 and 2016 at Oregon State University 

 

Language 2012 2016 Percentage Change 

Arabic 41 31~ -24.39% 

American Sign 

Language 61* 135 121.31% 

French 158 323 104.43% 

German 112 395 252.68% 

Modern Hebrew 14 58 314.29% 

Italian 47 135 187.23% 

Japanese 115 147 27.83% 

Russian 68 89 30.88% 

Spanish 453 1021 125.39% 

  Data provided by Ecampus, Oregon State University. * Number of students enrolled is counted 

 from 2013.  

 

 
Figure 4: Total enrollment of Ecampus first-year level courses by language at  

Oregon State University, 2012-2016. ASL (American Sign Language) enro 

llment started in 2013.  Data provided by Ecampus, O.S.U. 
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                      Figure 5: Total enrollment of Ecampus second-year courses by language at  

                        Oregon State University, 2012-2016. ASL (American Sign Language) 

      Enrollment started in   2014 Data provided by Ecampus, O.S.U. 

 

 

 
Figure 6: Total enrollment of Ecampus third-, fourth-, and fifth-year courses by 

language at Oregon State University, 2012-2016. Data provided by Ecampus, Oregon 

State University.  
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With the increase of online foreign language, educators can take necessary steps to 

incorporate effective instructional technologies and online learning methodologies into our 

current ways of teaching foreign language in online settings. For the remainder of this chapter, I 

will present an overview of the factors of online education, I will provide an overview about the 

Design Thinking framework, and I will explain the reasons why there is a need to promote a less 

commonly taught language such as Modern Hebrew. 

 

2.1 Growth in Online Enrollments Continues 

 

Most online courses in the earlier twentieth century were correspondence courses 

administered by mail. In 1992, the Higher Education Act (HEA) limited the growth of distance 

education by a ‘50 percent rule,’ in which students could not receive financial aid if their online 

enrollment exceeded 50% of their course load. With a growing emergence of the internet in the 

later 1990’s, however, the HEA granted a waiver from this 50 percent rule to selected 

institutions, including large for-profit institutions such as the University of Phoenix. In 2006, the 

US department of Education canceled HEA’s ‘50 percent rule,’ and permitted learners to enroll 

in unlimited online learning courses. As a result, bachelor degree certifications grew from 0.5 

percent in 2000 to more than 6 percent in 2012 (Deming et al., 2014). “From 2006 to 2013, the 

enrollment-weighted median price of a full-time undergraduate online education declined by 34 

percent. Over the same period, the price of a traditional education at a large for-profit or not-for 

profit school dropped by about 8 percent, and tuition at all nonselective four-year public 

institutions increased by 9.2 percent” (Deming, 2015). For example, research has demonstrated 
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that financial cost of online courses in higher education at this time is the same or more than 

traditional courses (Casement, 2013). 

 In 2016, online courses in a public university for undergraduate students typically ranged 

between $490 to $553 per credit hour; for a graduate student the rate is higher, between $492 and 

$852 in 2016 (including program fees) (learn.org). The total saving for the student comes from 

the option of not relocating near college campus or  not  leaving a job while a school (Ahlvin, 

Beged-Dov, & Thompson, 2016). 

 Online courses are seen by distant learners and more so by institutions, as the answer to 

cutting education costs, especially in large introductory classes (Xia, 2015). As a result, several 

university administrations are encouraging their departments to embrace newer technologies in 

order to draw local, national, and international students of diverse backgrounds. 

Currently, there are various formats of course delivery in higher education.  Universities 

offer courses that are either fully online, face-to-face, or blended courses (those that feature 

components of both online and face-to-face learning). In the 2010–2011 academic years, 

approximately 30% of the average university student’s enrollment reflected some sort of 

technology-enhanced learning.  Online courses and blended courses,  (learning that integrates not 

only an online component such as readings, video streaming, but also face to face interaction) are 

the most common form of delivery at this time (Dziuban, 2011) . 

In the last five years, the global population of internet users has increased from 31.8% 

in 2011 to 46.1% in 2016 (“Number of Internet Users,” n.d., table 1). With the 

increased relevancy of the World Wide Web in our everyday lives, it is not surprising 

that more and more learners are accessing online learning venues to achieve their 

personal and career goals. Accessibility to knowledge is no longer limited, due to the 
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ever-increasing saliency of the internet; in countries without government restriction 

on what their citizens can view, anyone can use the internet to seek out information 

on any topic. Online learning, therefore, is an organized effort to extend education 

and training to a diverse array of learners: youth, university students, and working 

professionals - regardless of location (Ahlvin, Beged-Dov, & Thompson, 2016). 

. 

2.1.1 The purpose of online Education and its Demography 

 

Financial considerations aside, the purpose of online learning in higher education is to 

decrease the privilege reserved to a few and reach all. Students have potentially a greater access 

to the world’s foremost experts, and professors can reach more students than ever before.  

Students living in remote areas are able to take any course they wish at any time (Ahlvin, Beged-

Dov, & Thompson, 2016). 

Through online learning, we can bring together a culturally and physically diverse 

community of learners.  Online students at this time tend to be older, have lower levels of 

parental education, and are more likely to be single parents themselves. They are also more 

likely to be working full-time while enrolled in school than the traditional college students 

(Rovai 2009). 

Education is evolving beyond the walls of the traditional classroom, and its scope is 

widening. Higher education requires an investment of resources, namely time and money. 

However, not all programs and tools are cost-prohibitive; in fact, many are entirely free to their 

users. Open sources are crucial for developing opportunities. The emergence of MOOCs to new 

learning styles at no cost is a perfect example of this. Another example is Web 2.0 tools’ 

applications such as Google docs and Facebook which are being used to explore topics, work 
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remotely and publish information, helping people around the world. On the same note, the 

financial aspects of evaluating online learning return of investment cannot be ignored. An online 

facilitator’s awareness of the available tools is an important factor in his or her learners’ success. 

Online instructors have the ability to utilize such tools to create global communities that 

collaborate on projects and solve authentic problems cooperatively. This also provides the 

student with opportunities to develop a much deeper, more personal understanding of the issues 

he or she is learning about. As a result, students can develop creativity and develop lifelong 

learning skills (Ahlvin, Beged-Dov, & Thompson, 2016). 

 

2.1.2.   Educational Experience As an Online Learning Measure of Success  

 

The success of online courses is attributed to the educational experience, and not the 

model of delivery. The content, the instructor, the learning climate are the major contributing 

elements of the course effectiveness. (Dziuban, 2011) In other words, one thing has not changed: 

regardless of whether the learning environment has four walls or if it is at a web address, the 

experience and the wisdom of the facilitator,(one who participates and guides rather than provide 

information and lectures) is crucial to the success of successful learning. This is not a static 

process; facilitators and designers must continue to research and explore the newest tools and 

understand how to effectively implement them for the benefit of their learners (Ahlvin, Beged-

Dov, & Thompson,  2016). In a report generated by the U.S. Department of Education (2015), 

there is an urgent call for intensified research and application of online facilitation strategies in 

order to improve the delivery.  

In fact, the need for differentiated learning and sustainable learner motivation are familiar 

long-standing issues in facilitation. These issues, among others, are still present within online 
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learning structures, which negatively affect the perceived cost of online learning (Ahlvin, Beged-

Dov, & Thompson, 2016). In this study, Design Thinking helped to understand the difficulties 

that learners experienced in any foreign language environment. Through their experiences, 

reflections and ideas, some activities and some topics were explored and implemented in a future 

online course that will improve the quality and the way students learn Hebrew in these courses. 

The total experience of the learner will lead to commitment to a program and ongoing 

enrollment. Understanding the target audience is crucial when designing a course. It has to 

appeal to many different age groups, ethnicities, cultural backgrounds and interests (Ahlvin, 

Beged-Dov, & Thompson, 2016).   

Online students need to have a certain amount of self-discipline to focus and achieve the 

outcomes of the courses. The interaction between the instructor and the students should be 

meaningful with frequent feedback and students need to feel a sense of community to develop a 

connection to the institution, the program and the community of learners (Ahlvin, Beged-Dov, & 

Thompson, 2016). 

The technology has the potential to reach many more students, even those that learn 

better in ways that are unconventional, such as visually, and those with different backgrounds. 

Even students that live in areas inaccessible to a university campus can achieve their potential 

remotely (Ahlvin, Beged-Dov, & Thompson, 2016). 

 

2.1.3.  The Future of Online Learning 

 

The future of online learning in K-12 education, higher education, and professional 

development is bright. In K-12 education, “Virtual Schools” are becoming increasingly popular 

as more and more students participate in online learning than ever before (U.S. Department of 
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Education, 2015, p. 14).  The Michigan Virtual Learning Research Institute estimates that, 

“nationally, there is likely a total of 5,000,000 - 7,000,000 online enrollments in full-time and 

supplemental [K-12] programs combined, if not more” (p. 3). In higher education, makerspaces 

and wearable technology are expected to be in use in several universities and colleges within the 

next four to five years. Further, higher education institutions will increase their collaborations 

with other institutions in order to innovate learning and provide a flexible learning environment 

(Johnson L. Adams Becker n.d., 2015). Online learning will continue to flourish in professional 

settings as well, due to the operationalization of technology in the workplace. It is expected that 

microblogging and other forms of social media will continue to gain popularity within the world 

of professional development (Carpenter and Krukta, 2015). Additionally, webinars, eLearning 

courses, and MOOCs will continue to enhance professional learning as online facilitation tools 

and methodologies continue to become more refined through research and innovations (Ahlvin, 

Beged-Dov, & Thompson, 2016). 

The bottom line is that online learning is becoming a viable option for learners of diverse 

backgrounds for a number of subjective reasons. Instructors in academic and professional 

settings must anticipate the forward momentum of online learning by investigating the current 

and future trends. Facilitators of online learning must also become proactive learners themselves, 

by taking the necessary steps to incorporate effective instructional technologies and online 

learning methodologies into their current routines. With a host of knowledgeable online 

facilitators, online learning will continue to be celebrated for its positive attributes that provide 

rich learning opportunities for diverse learners to participate in. These factors will continue to 

promote the perceived return of investment of online learning, and thus, solidify the affordability 
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of online learning in the academic and professional realms (Ahlvin, Beged-Dov, & Thompson, 

2016). 

 

2.2  Defining Design Thinking as a Framework Model 

 

Peter Rowe, professor of Architecture and Urban Design at Harvard University, first 

introduced the concept of Design Thinking in Design Thinking, his book published in 1981. The 

original publication introduced the concept in relation to the topic of architecture and the 

challenges of urban planning. Rowe explained that this model required an individual to consider 

a problem using unconventional methods in order to develop a collection of insights from 

different perspectives - which will ultimately produce a unique solution.  

Design thinking has since been applied to disciplines beyond urban planning and 

development. There is no one definition of Design Thinking and this ambiguity should be 

welcomed to avoid oversimplifying a complex concept. (Blizzard et al., 2015, p. 93)  For 

example, design thinking has been defined as, “a discipline that uses the designer’s sensibility 

and methods to match people’s needs with what is technologically feasible and what a viable 

business strategy can convert into customer value and market opportunity” (Brown 2008, 2).  

Design thinking has been recognized as a human-centered  innovative process to tackle complex 

problems (McKim 1980, Carroll 2014); and also as a method, a way of thinking, or a form of 

using art-based inquiry for defining and solving problems (Stephens, Boland 2015, 227).  

McKim, as an artist and an engineer, concentrated on the influence that visual thinking 

has on our understanding to solve problems; as such, he emphasized the need to combine the 

often separate left- and right-brain ways of thinking to reach a more holistic approach to problem 
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solving (1980). McKim emphasized that the way to apply a holistic approach is by taking into 

consideration that all problems are human-centered, rather than technological- or business-

centered (1980). 

A problem can be identified as a choice an entity encounters within a situation; the value 

and meaning of the problem’s context will be different to each person involved in the situation. 

Design Thinking has been described by Korn and Silverman (2012) as using a “close, almost 

anthropological observation of people to gain insight into problems that may not be articulated 

yet.” (p. 1). 

A solution to a problem can be managed through communal interaction: bringing together 

people with diverse knowledge, opinions, perceptions, and experiences. The collective 

knowledge and the social nature of Design Thinking have been suggested by Stephens and 

Boland (2015) to help organizations learn and solve problems in a more open, creative, and 

mindful way and together generate a more effective solution that is widely accepted when more 

participants are involved in the process.  

The Design Thinking approach has been applied in diverse business and corporate 

settings. Design Thinking has helped to improved and to develop new products and services for 

customers and to improve productivity in technology, education, services and manufacturing 

industries. For example, Design Thinking has been used in universities to improve academic 

programs, in hospitals to improve the experience of patients, and at the Foreign Service Institute 

to redesign the Spanish language curriculum. (Ellis and Bernhardt, 2017) At the time of this 

study, there were over sixty educational establishments world-wide that offered Design Thinking 

courses in various formats: as supplemental training, as a course in existing curriculum, in 

workshops, and as its own degree program (Goldman et al. 2013 in Taheri et.al., 2016).  
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Fundamental to the framework of Design Thinking is creativity. In general, the purpose  

of Design Thinking is to reevaluate the classic design cycle activities of “creating” or “making,” 

those of which are typically performed by the producer (the architect, artist, product manager, or 

teacher), and instead allow the users of the “product” to participate in the process of designing 

and producing. There are three potential outcomes of Design Thinking: (1) to improve an 

existing product; (2) to innovate by making a twist or a change to an existing product or method;  

or (3) to invent a new product that has never before existed. (Sander, 2012)  

In 1991, the Design Thinking process model (originally developed at Stanford 

University) was brought to the mainstream by the consulting and design company IDEO. 

Through understanding the perspectives and problems of the users, brainstorming and visualizing 

possible solutions, selecting a prototype, evaluating it, and implementing it, IDEO implemented 

a Design Thinking methodology (Brown, 2008). This methodology was applied to design their 

products, services, environments, and digital experiences 

In 2005, the Stanford Design Thinking Process Model was recognized as the central goal 

of the development, teaching, and implementation of Design Thinking at the Stanford School of 

Design  (Camacho, 2016)( Figure 7).  This process outlined a five-step methodology to solve 

problems similar to the IDEO model: Empathize, Define, Ideate, Prototype, and Test (Camacho, 

2016).  
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Figure 7: The Stanford Design Thinking process model. Adapted by the author 

from An Introduction to Design Thinking Process Guide. Institute of Design at 

Stanford. In the Empathize phase a deep understanding of the challenge is 

developed. In the Define phase the problem is articulated. In the Ideate phase 

potential solutions are brainstormed. In the Prototype phase a prototype is 

designed as part of the solution. In the Test you engage and continually 

improve the design. 
 

David Kelly, a product designer at IDEO, witnessed how powerful it was to have 

multiple professors and students from different departments work together. As a result, Kelly 

proposed that various departments in Stanford University work in collaboration to develop the 

Stanford Design School. At the same time, Kelly’s work with IDEO further inspired him to work 

with multidisciplinary teams. In an interview with Kelly, Camacho (2016) summarizes Kelly’s 

opinion of Design Thinking: “if you take students, or companies, or anybody, and you get them 

to use design thinking as a tool, my belief is that builds their creative confidence”.(Camacho, 

2016).  In this research, the participants were given the confidence to solve the learning difficulty 

they identified in their own learning experience. Their brainstormed solutions will be discussed 

in section 4.3 

 

 



35 
 

2.3  Cultural Understanding and Preservation of Linguistic Diversity  

      through the Hebrew Language 

 

The process of globalization, and the status of English as the world’s lingua franca, 

creates challenges for the use of the Hebrew language outside of Israel. While the transnational 

Diaspora  is using English as its common language, there is an indication of decreasing 

knowledge of Hebrew in the U.S. Diaspora as well; both of these trends have resulted in a drift 

of the Jewish culture towards monolingualism (Reshef, 2007). The Modern Language 

Association determined that in 2015 the enrollment levels of Modern Hebrew courses in higher 

education had decreased 19.4 percent since 1995; enrollment levels of all foreign language 

courses in higher education dropped 6.7 percent (Flaherty 2015).  

Language is how a culture interprets the world, and thus no two languages are the same. 

Fairclough notes that, whenever a language is examined, the historical context of its culture must 

be considered (as cited in Bloommaert 2010, 137).The history of the Hebrew language is very 

important in understanding its unique position in the world.  Hebrew, as a speech-language, was 

considered to be a dead language for over 1500 years before its rejuvenation in the mid-19th 

century (Barnavi, 2002).  

Hebrew’s origin dates back more than 3,500 years ago. At that time, Hebrew was spoken 

by the society’s officials and used in administrative documents. During the Babylonian exile that 

lasted about 50 years, the Aramaic language influenced the Hebrew language. The majority of 

the population in the rural areas of Babylon spoke Hebrew; Aramaic was the bridge language 

spoken by the surrounding urban areas, consisting of affluent populations of commercial classes. 
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By the end of the Biblical era, around 450 BCE, both Hebrew and Aramaic were spoken freely in 

Jewish Palestine (Barnavi, 2002). 

By 200 CE the oral use of Hebrew as an everyday language ended; however, it continued 

to be used for literary and religious functions in its written form, and remained the lingua franca 

among Jews from different countries. Between the 9th and 13th centuries, Hebrew flourished 

under Islamic culture. Jews from Spain, Portugal, and Northern Africa composed significant 

literary works in Hebrew; the Hebrew language at this time was highly influenced by Arabic in 

its vocabulary word structure and syntax. During this period, Hebrew was used for religious, 

literary, and commercial purposes (Schindlin, 1998).  It was also used as the bridge language 

between countries; as such, the Hebrew language had no physical borders.  

Close to the 18th century, Yiddish (a language combining the German, Slavic, and 

Hebrew languages) was developed by the Jewish population in Europe; meanwhile, Hebrew 

continued to be used by scholars and writers. Around the same time, there was an emergence of a 

Jewish national movement by the name of Zionism . Zionism provides an example of the role of 

nationalism in the reconstruction of modern nations. Benedict Anderson, a renowned scholar of 

nationalism, explained that around 350 years ago, white European immigrants in the Western 

Hemisphere rebelled against their oppressors. These immigrants became patriotists and created 

new “nations” in Argentina, Brazil, and the United States; each nation created and developed its 

own history. This idea quickly spread to Europe with the start of the Industrial Revolution (1760) 

until all communities were divided into nation-states. The collective of developing nations took 

pride in maintaining a common language, which was spread by the printing press and mass 

media.  
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During the mid-19th century, the first efforts were made to revive Hebrew as an everyday 

speech-language. One man who played a major role in these efforts was Eliezer Ben Yehuda 

(1858-1922). Ben Yehuda was the first to insist on the exclusive use of Hebrew in his home and 

encouraged the use of Hebrew among others, as well as its use in schools (Bar-Adon 1975). Even 

before the establishment of the state of Israel in 1948, Hebrew was already well-established in 

the area - in large part due to the efforts of Ben Yehuda. In Israel, Hebrew became the bridge 

language between the Jews of North Africa and the Jews of Europe (Barnavi, 2002). 

 According to Reshef, the instruction of Hebrew in the Diaspora has not changed much 

since 1948 (2007). There is a weakening perception that Hebrew is necessary for Jewish identity 

and the way it is taught is, in effect, contributing to the lack of diffusion and status of Hebrew 

education (Reshef, 2007). There is an apparent need for innovation, and this study can contribute 

to that effort.  

Educators have a responsibility to guard and promote Hebrew because it conveys a 

unique culture that was nearly lost. By keeping diversified linguistic environments in the world 

people can appreciate the diversity (Ahearn, 2012). Not only OSU will benefit from it but also 

the American Jewish community in the USA and possibly throughout the international Jewish 

community.  

Through online learning and technology, one can conserve an accumulated body of 

knowledge while teaching acceptance and appreciation of other societies and cultures; as 

Anderson (2005) noted, “Nationalism has gone mobile.” The worldwide internet can break up 

the perception that a common history, an ancient identity, a religion, or a territory are confined 

by physical borders; as Anderson suggests, technology can be used as a tool to instead imagine 
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borderless communities. Through this study, I was able to identify several of the challenges 

people face in learning a new language. Upon identifying creative strategies to overcome these 

challenges, these teaching methods were employed in the development of an online Modern 

Hebrew course.    
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Chapter 3  Methodology  

 

3.1 Procedure  

 

 This case study uses multiple qualitative methods in the form of semi-structured 

interviews, open-ended interviews, and participant observation. According to Maxwell, multiple 

methods should be used in any investigation; this way, biases can be reduced (2013). 

After Institutional Review Board (IRB) approval in August 2016 recruitment flyers were 

posted around campus and a recruitment email was sent out to a few advisors asking for 

volunteers for this study. The flyer requested volunteers with foreign language learning 

experience who would consent to an individual interview with me. No monetary compensation 

was offered. The flyer also contained an explanation of the research study and provided my 

contact information. Once I was contacted, we agreed on a time and location to meet for the 

interview. 

The participants in this study were given the confidence to solve the difficulty they 

identified in their own learning experience.  During the first step of this process (empathize), I 

sought to understand the participants’ problems, their emotional needs, their points of view, and 

the magnitude of their learning problems within the context of learning a foreign language. The 

Empathize stage was done individually in a face-to-face setting. During the interviews, I asked 

each participant to describe or review a negative experience or a challenge that they had 

experienced when learning a new language either in an online or in a face-to-face course. Each 

participant was encouraged to identify the key issues, the emotions that he or she experienced, 

and the reason he or she perceived the problem to be difficult to solve.  
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In the second step, I asked the participant to choose and define one of the problems they 

wished to solve, which will be identified throughout this study as a "wicked problem.” In this 

step, I emphasized that we consider every wicked problem as a symptom of other lesser 

problems. In the third step, the ideate stage, the participant concentrated on generating ideas to 

solve the selected wicked problem by brainstorming. I emphasized that the solutions to wicked 

problems are not true-or-false, but good-or-bad; it is important to defer judgment and to create an 

open and safe environment to maximize engagement and increase imagination and creativity 

among the participants during this stage. It was also important to emphasize that there were no 

financial limits to solve their problem.  In the fourth step, the prototype stage, I took some of the 

ideas that were generated by the participants and applied them to an online course template for 

Conversational Hebrew. In the fifth and final step, the test stage, the user will  interact with the 

prototype and provide feedback about the “product.” In this stage, there is another opportunity to 

refine the solutions, understand the user even better, and to develop an ideal solution.  

This study focuses on the participant interaction within the first three stages of the Design 

Thinking model (Figure 8). I chose many ideas generated by the participants, and implemented a 

few ways to incorporate them in one possible Hebrew online course. Since the course has not yet 

been taught, the fourth and fifth stages of this model cannot be assessed and are thus not the 

focus of this report.   
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Figure 8: Design Thinking process model as a framework to maximize learning foreign    

languages online based on the Stanford University process model. 

 

3.2  Site and Participants  

 

As I have demonstrated in Chapter 2, the total enrollment of foreign languages at OSU 

has dropped between 24 and 34 percent over the last ten years; as an instructor of Modern 

Hebrew at this institution, I have an interest to help promote the teaching of foreign languages. I 

was a full participant of this study, asking semi-structured and open-ended questions within a 

face-to-face setting at OSU’s main campus. I chose this site because I am both an instructor and 

a student at OSU.  

Eleven OSU students were interviewed individually in a quiet setting on campus. 

Participants included seven undergraduates, two Masters students, and two Ph.D. students; these 

students represented six degree programs of the university (Economics, Anthropology, Public 

Health, Business, Political science, Marine Biology, and Psychology), bringing multidisciplinary 

perspectives to the table. The oldest participant was 47 years old and the youngest was 21 years. 

Table 4 (below) briefly presents the backgrounds of the participants quoted or referred to in this 

study. Each participant had studied a foreign language formally in elementary school, junior high 

school, high school or college. Table 5 (below) lists the number of languages each participant 

spoke. Pseudonyms are used throughout this report to protect the identity of each participant. 
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Table 4 Participants Demographic Information Represented in this Study  

       

Partic-

ipant 

 

Pseudonym 

 

Ancestry Gender* 

 

Age P/ O/ B*** 

Field of 

Study 

Degr-

ee 

1 Aliyah Iran F 

23 

Oregon/US 

Public 

Health BA 

2 Winter Ireland/USA F 25 Arizona/US Psychology BA 

3 Jacob USA M 

37 Michigan/U

S 

Anthropolo

gy PhD 

4 Kevin Ireland/USA M 

22 Tennessee/

US Economics BA 

5 Jeremy US/Russia M 21 Oregon/US Economics BA 

6 Scott German/USA M 

41 Colorado/U

S 

Anthropolo

gy MA 

7 Amy 

Mongolian/C

hinese F 

23 

Mongolia 

Business 

Mng BS 

8 Sofia Italian F 

33 

Italy 

Anthropolo

gy PhD 

9 Connor Indonesian M 

22 

Indonesia 

Political 

Sc. BA 

10 Micha Brazilian M 

48 

Brazil 

Anthropolo

gy MA 

11 Tom German M 

29 California/U

S Marine Bio BS 

*Gender is referenced by (F) for female and (M) for male. **Place of Birth 
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Table 5.  Participants’ Perceived Language Level according to ACTFL Speaking Guidelines 

LANGU

AGE 

PSEUD 

SPAN

ISH 

GERM

AN 

FREN

CH 

PORTUG

UESE 

FA

RSI 

ENGL

ISH 

INDONE

SIAN 

BAMB

ARA 

ARA

BIC 

CHIN

ESE 

GUAR

ANI 

ITALI

AN 

ICELA

NDIC 

DUT

CH 

Amy N/L     Natv         

Aliya Adv    Adv Natv         

Connor Fl N/L Int Fl  Natv Fl  Int Int N/M N/M N/L N/L 

Jacob Fl**   Adv  Natv         

Jeremy Fl   Adv  Natv         

Micha Adv*   Natv  Spr         

Scott Adv  N/L   Natv N/L N/L       

Sofia Fl     Spr N/L     Natv   

Kevin Adv  Int   Natv         

Tom  N/L    Natv         

Winter  Adv Int   Natv         

The languages include the language level besides English according to ACTFL (American Council on the Teaching of Foreign Languages) 

speaking guidance: Novice - Low (N/L), Novice-Medium (N/M), Intermediate (Int), Advanced (Adv), Superior (Spr), Distinguished (D), Fluent 

(Fl)  Native (Natv).  See appendix B for more details. * Took 1 Online language course. **Taught an online Spanish course
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Through observation, interviews, and open-ended questionnaires, participants of this 

study helped to determine alternative means to more effective learning of foreign languages 

utilizing technology. Their input led to a further consideration of new ways to improve the online 

Hebrew courses at OSU. According to Briggs, it is important to notice or to observe not only 

what people tell you, but also how they communicate with you. The interviews for this study are, 

in effect, an “ordered” conversation, structured by questions or topics (Briggs, 1986/1992). 

   Focusing the study on a random OSU population provided me with a diverse sampling 

of ideas related to contextually-relevant methodologies of praxis. These participants were chosen 

because they do not major in languages and linguistics, so their performance does not depend on 

professional motivation.  Four of the participants who responded to my posted add were my 

former classmates in an Anthropology course titled Language in Global Context. 

Including students who have had teaching experience was beneficial because they were 

able to provide practical approaches from their own learning and teaching experiences. 

Incorporating the perspectives of students from different departments provided different insights 

based on their aptitude towards languages, their academic backgrounds, and their past learning 

experiences. The participants came from different ethnic backgrounds, gender, and age groups 

which represented a small portion of the overall OSU students’ population. (Table 5) 

 

3.3   Interview Protocol 

 

The first section of the questionnaire used to collect the data concerned with demographic 

characteristics of the participants and their parents’ attitudes about foreign language learning. 

The second section of the questionnaire included questions designed to understand the 
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difficulties of learning languages students experienced during their formal school years. The 

third section concentrated on brainstorming ideas with the understanding that there were no 

financial limits and no right or wrong answer. The fourth part discussed any online experience 

the participant ever had and how their solutions could be applied to an online environment. 

(Appendix C) 

 During the interview, participants were free to decline to answer any questions, stop 

participation altogether, or ask questions for further clarification. Once each interview was 

completed, I sent each participant an email thanking them for their participation.   

To minimize the risk of any emotional harm by retelling past challenging learning 

experiences, I made sure to receive a verbal consent from my participants. In this consent, they 

acknowledged they read the purpose of the research: “Understanding the difficulties of learning a 

foreign language, and together find solutions through a method called Design Thinking.” 

Each interview in this study lasted anywhere from 25 minutes to 45 minutes. The 

meetings with the students were digitally recorded and later saved on a personal computer.  

The transcribed verbatim and the transcripts were entered into a computer program, 

Dedoose. This program allowed me to code the transcripts by themes while preserving the 

context and demographic information. The codes were separated by the five stages of the Design 

Thinking process. Memo writing was used to analyze insights, reflections of goals, methods, 

theories, and past experiences of the participants during and after the observation and the 

interview.   
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3.4 Limitations 

 

Interviews come with their own bias, which can affect the validity of their findings. 

Factors such as age, gender, appearance, race, personality, and political opinions affect the way 

people respond to interview questions. It is also important to remember that the way researchers 

interpret the answers they receive are affected by these same factors. In order to improve the 

social science methodology, we need to first analyze the context of the interview before getting 

into the details of interpreting the utterances (Briggs, 1986/1992). The researcher is in a position 

of power, which can be considered a form of scientific colonialism: he or she gets to decide what 

the truth is, what the “correct” answer is, as well as what it means to be “objective.” 

Understanding the surrounding culture and the way interview subjects interpret and respond to 

questions improves the methodology of the social interview. This empathy encourages a greater 

sensitivity because it makes the interviewer more aware that they know very little about the 

nature of the interview as a communicative event. The best way to improve the methodology of 

my study was to learn how to ask questions; not just how to ask interview questions, but also to 

question the way the interview is structured (Briggs, 1986/1992). My personal biases and my 

own worldview affected how I interpreted the data.  

Ideas concerning the capabilities of online learning were a factor I had to overcome. I had 

to remain open to new ideas and listen carefully to the way people explained their difficulties 

learning a foreign language.  Some of the ideas generated by the participants might not be 

achievable or realistic due to the limitations of current online learning technology. Unlike face-

to-face teaching, where full immersion is possible, online environments are limited in this sense. 

The limitations of this research include the sample size. Although there were only eleven 

participants, I felt that I had reached saturation because many of the stated problems and 
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solutions became repetitive. I concluded at that point that I had sufficient data for this study. 

Having a larger sample size might have generated more ways to improve online learning and 

teaching.  



48 
 

Chapter 4  Summary of Findings from the interviews 

 

 

This chapter is divided into three main parts. The first part describes the three main 

themes that emerged as the participants engaged in the Empathize and Define phases of Design 

Thinking. I divided the participants’ responses into themes, considering: the factors that 

contributed to their effective learning; the methodologies that participants found as ineffective in 

their past learning experiences; and the most instrumental learning conditions the participants 

enjoyed in their learning environments. The factors, methodologies and conditions within this 

section, supported by participants’ quotes, are explained with relevant theories, applied 

approaches, and research studies in the literature.  The second part of this chapter concerns the 

third phase of Design Thinking: Ideate. The overview of this section details the components of 

the ideate procedure, before proceeding to describe the Web. 2.0 tools for online learning of a 

foreign language.   

The concluding part of this chapter presents eleven innovative ideas that the participants 

generated during this study. Each idea is summarized and then reviewed and supported with 

relevant literature. 
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4.1 Phase I & II of Design Thinking: Empathize and Define the Difficulties of Learning a F/L 

 

In defining Design Thinking as a problem-solving approach, this study explored Design 

Thinking as an alternative method to improving learning a foreign language within an online 

setting from the point of view of the learner. The condition for participation in this study 

required that the individual had previously learned a foreign language. The data collected from 

the participants of this study provided a deeper understanding of the difficulties individuals may 

face in learning a foreign language - within face-to-face settings and within online settings. 

 This section provides a detailed description of the findings from the two first phases of 

Design Thinking, Empathize and Define. (Figure 9)  The main themes are divided into three 

parts. The first part discusses the difficulty of lack of intrinsic interest and parental motivation. 

Two negative  contributors to lack of language learning: Intrinsic motivation and parental 

attitudes. Sixty three percent of participants disclosed the self-perception of parental support in 

the learning process, which influenced their personal motivation to learn and to engage in 

classroom activities. 

The second part focuses on three foreign language methodologies that prevented the 

participants to learn a foreign language effectively. Among the major difficulties were the 

following learning components: an excessive concentration on the translation-grammar method; 

excessive corrections in speech communication; and a lack of emphasis on oral speech. 

The third part presents two strategies difficulties that were identified by all participants as  

as lacking  in ensuring success. Playful environments and study abroad programs.   
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   Figure 9: Phase 1 & 2 Design Thinking:  Empathize and Define 

 

4.1.1 Affective Variables in Language Learning: 

4.1.1.1 The Impact of Parental Attitudes on Motivation to Learn a Foreign Language 

 

 Parental attitudes towards their children’s learning can be explicitly known. Sofia, for 

example, grew up in a small isolated town in Italy. In describing how her parents influenced her 

learning, Sofia stated, “They were supportive and encouraging of learning new ones [languages], 

but I took it to a different extent, like, they always said that they were very impressed with my 

language knowledge and supported it” (Sofia 2016).  

The overlapping spheres of influence theory, proposed by Epstein (1987), explains that 

the involvement of one’s family, school, and the greater community will have a major impact on 

the learner’s motivation to learn, succeed, and remain in school. In addition, Baker (1992) and 

Bartram (2006) found that parental attitudes, negative or positive, can affect the student’s own 

attitude toward learning a foreign language. 
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In this study, it was found that the attitudes of the participants’ parents had a positive 

effect in determining the outcomes of their child’s learning.  Nine of the eleven participants (81 

percent) grew up with parents who encouraged their children to learn a new language by 

requiring them to take language classes, providing immersion opportunities abroad, modeling the 

outcomes of speaking additional languages, or by enrolling them in dual-language schools.  The 

proactive actions of these parents helped to increase the motivation, interaction and the retention 

of their children’s learning of a target language. Connor’s family, for example, did not put 

pressure on him to learn a foreign language; however, both of his parents spoke English and 

Indonesian fluently. Connor was raised in a transnational family who kept their identity and their 

connection with their homeland through phone-calls, email, Facebook and travel.When he was a 

child, Connor’s parents supported his learning by arranging frequent visits to see his extended 

family in Indonesia. “I lived in Indonesia for 2 years and my parents said, ‘we'll speak English at 

home and you'll learn Indonesian at school.’ But then my family and I moved back from 

Indonesia so, I grew up speaking mostly Indonesian at home and English outside” (Connor 

2016).  Connor’s parents’ actions of modeling demonstrated the level of importance they placed 

on learning Indonesian; from Connor’s perspective, learning the heritage language was an innate 

and natural expectation as a member of the transnational family.  Keith and Keith, (1993) found 

that parents’ modeling attitudes can affect in a roundabout way the performance of their children. 

Positive parental influence can be strengthened when commonalities between the two 

generations are identified. For example, Scott remembers showing his Spanish homework to his 

mother in high school, which she found to be interesting.  Scott remembers helping her 

remember when she had studied it in high school and college,  

“I remember thinking it was fun. We just looked up in the dictionary. 

We had the big Webster dictionary, that had English in the front but it 
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had a couple of different languages an abbreviated translation of 

things, so we would look up ways to say, you know, I love you in 

German or in Italian or something, just a fun way. ……….. But 

yeah...it was fun!” (Scott,  2016). 

 

Parental support of learning a foreign language can also be encouraged through 

enrollment in academic programs. (Weiss, Caspe and Lopez, 2006) For example, Jeremy 

attended Garfield Elementary, a dual immersion program school, located in Corvallis Oregon, 

from kindergarten until fifth grade. Jeremy recalls that his mother would advocate for the 

acquisition of a language as a means to developing other skills in childhood. Jeremy’s mother 

believed that the dual immersion program would help him in academic courses and would serve 

to develop other social capacities at a young age. “I do remember that she thought that my mind 

was at a stage where it would be extremely useful to acquire the skills learning of a language that 

at that age - it's more open to learning new concepts like that” (Jeremy 2016). 

For Kevin, however, the parental encouragement to learn a foreign language was not 

perceived as a choice; the expectation of Kevin to learn a foreign language was expressed in the 

same way as any other subject he was required to take at school: “My parents always made me 

take classes in Spanish” (Kevin 2016).  Aliyah's parents, on the other hand, saw languages as 

another form of knowledge, and took this approach in encouraging their daughter to learn a 

foreign language. “And my parents passed it on down to me and so they are all, you know, like, 

anything to improve your knowledge” (Aliyah 2016).  

Parental attitudes can also impact the opportunities a child has to be exposed to a foreign 

language at a young age. For example, Tom’s grandfather emigrated from Germany and his 

father grew up speaking German at home only. Tom is third generation German but spoke only 

English at home and, consequently, never had the opportunity to learn his heritage tongue. Tom 
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was upset that his father did not value foreigners; when he was asked during this study if his 

father encouraged him to learn other languages, he replied: “{raised voice} NO, NOT AT ALL! 

In fact, my father used to explain that he found it frustrating that the Hispanic population didn't 

learn, not everybody learned, English” (Tom 2016).  Tom explained that he did not learn his 

heritage German language because he did not like the sound of the language and because his 

German teacher was not engaging enough.  

Similar to Tom’s story, Jacob recalled his father’s negative attitude toward foreign 

languages, which created a lasting memory for Jacob.  “...and now he was like, and he is very 

from the countryside, very traditional type of mind frame, and he was like, ‘why do you want to 

learn, why do you want to speak with Mexicans?’ Something mean like that. You know, 

something derogatory like that …. Yes, it was never like, you know, adults learning a foreign 

language, it was never like encouraged” (Jacob, 2016).  

Despite his father’s negative attitudes, Jacob learned Spanish and Portuguese, and 

continued his involvement in foreign language, where he began teaching Spanish as a graduate 

student. 

In this study, two participants who grew up in families who actively encouraged them to 

learn a foreign language didn’t follow their parents’ outlook in life. Micha, grew up in Brazil and 

had  no exposure to other cultures; in his environment, even though his parents stressed the 

importance of learning a foreign language, he lacked the motivation to do so. In hindsight, he 

offered that this problem existed because his whole community was “very monolingual” (Micha 

2016). Micha could not see the value of knowing another language; it was only when he 

immigrated to the United States and was immersed in the language that Micha learned how to 
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speak English. Amy found learning Spanish too difficult and stopped trying to learn it after 

middle school.  

In this study, parents’ positive feelings, or positions, toward learning a foreign language 

had a positive effect on their children’s achievement. These findings are supported by the 

literature, and demonstrate that when the family, the school and the community are involved, the 

learner’s motivation to learn, succeed, and remain in school increases (Epstein 1987, Baker 

1992, Weiss, Caspe and Lopez, 2006, Hosseinpour,Yazdani and Yarahmadi, 2015). However, 

there some participants pursued the study of foreign languages in spite of their parents’ attitudes, 

perhaps even as a form of rebellion. 

 

4.1.1.2   Motivation as Major Determinant for Language Proficiency 

 

A participant of the study, Jacob, wanted to major in Spanish because of his interest in 

traveling overseas. He used a technique he called “profiling” to choose new friends: 

 “....which is kind of HORRIBLE in a way, but I would go and say 

‘excuse me…do you speak Spanish? Ok....’ I would start hanging out 

and I made some of my greatest best friends that I know to-date; I 

spoke, you know, we talk on the phone, we talk to each other.  ... 

Having that kind of motivation…. Not so much the part of certain 

activities that I can recall, but there was a lot of motivation. I think that 

it has to do more with internal motivation than external … or intrinsic 

motivation” (Jacob, 2016). 

 

Gardner and Lambert (1972) define the term motivation as the learner’s general goal or 

desire to study (268)  In a later study, Masgoret and Gardner (2003) concluded that the 

motivation of a learner can predict 35 percent of the proficiency of the learner - even if the best 

learning strategies are applied (145). 
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The data collected in this study reflect the results of previous research, and support the 

notion that intrinsic motivation is the best predictor of successful outcomes in learning a foreign 

language. Gardner (1984) and Robinson (2005) posit that intrinsic motivation originates from a 

strong interest within the individual in the learning tasks at hand; this interest does not require 

external control or intervention to exist.  In describing the importance of intrinsic motivation in 

learning a language in an informal setting, one participant, Scott, shared a story about his friend.  

Scott described how his friend enjoyed learning and was genuinely interested in improving his 

Spanish: “.... he did that through books, through applications, and also he had these 

conversational partners that he would connect with on the computer, with friends” (Scott, 2016).  

Another participant, Sofia, described her learning as driven by her own curiosity 

and interest: 

“...the motivation comes from the joy of communicating in their 

[describe] own language and you know: be as specific, as close to the 

meaning that you want to convey as possible, and [it] literally comes 

out as enjoyment and as a pleasurable experience. So the learning 

process comes through that. And picking new words every so often, I 

find myself saying, ‘Oh, I never heard this and I can add it to my 

vocabulary!’ and it’s a pleasurable experience” (Sofia, 2016). 

 

One participant, Connor, explained that since he was 11 years old he always 

wanted to understand Spanish. He realized that if he practiced outside of the classroom, 

he could do better in class and he could also use the language to communicate with 

others. He remembered that he was the only American player on his soccer team who 

actually tried to use Spanish with his Mexican immigrant teammates. In high school, 

Connor went to Paraguay as an exchange student to perfect his Spanish, although he 

claimed, “... I'd say I don't have perfect Spanish but I speak it pretty well” (Connor, 

2016). After learning Spanish in Paraguay, Connor decided to learn French because of 
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the similarities between the two languages. When asked about his motivation, Connor 

said “I stole a textbook from the library and I went online and I [And you studied it by 

yourself?] Yeah!”  Currently, Connor speaks twelve languages:  Indonesian, Spanish, 

Portuguese, French, Italian, Chinese, Polish, Dutch, Arabic, German, Guarani and 

English. He added that “Not all of these fluently but those are the ones that I could have a 

conversation [in].” Connor said he was was motivated because he found it was 

“...interesting to get to know new people and new cultures” (Connor, 2016). 

Scott echoed Connor’s sentiments in describing how his own motivation comes 

out of enjoyment and interest: 

“ But anyway, I LIKE IT! So I think that affects the way I learn. I 

think it is interesting, so I liked…Yeah…I used free applications like 

from the library. I got books and tapes, and then I listened to the cd on 

my way, on the train in my commute, and when I traveled to Indonesia 

for work, I would turn on the TV in my hotel room to have an 

Indonesian TV playing. Sometimes I watched movies that had English 

words but they would have subtitles in Indonesian and sort of follow 

around that way. Hum, I'll pay attention to the street signs, hum. I 

listen to people, I met new people and got to chat with people in the 

bus or something like that and at first, these conversations couldn't last 

very long at all, but the more I got into it the more I could talk about 

and ask about certain things, and find out where the bus is going. I had 

a dictionary that I would find new words in” (Scott, 2016). 

 

In the above examples, each participant’s attitude toward learning the language is a 

positive expression, with the intrinsic motivation as the common factor among each narration. 

Even though not all of the participants in the study enjoyed their learning environments, as we’ll 

learn later, eight of the eleven participants surveyed (72%) found a way to learn a foreign 

language outside of the classroom.  
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Generally, there are several aspects that influence the motivation to learn a foreign 

language. According to Krashen (1981), learners who possess a combination of high motivation, 

self-confidence, positive attitudes, good self-image, and low anxiety have a better chance to learn 

a new language effectively. Henter’s study (2014) shows that family and peer support, the 

instructor’s personal traits, instructional strategies employed, and early exposure to the target 

language have positive effects on the success of learning a foreign language - however, these 

factors have not been proven to be enough on their own.  

Krashen (1981) further explains that effective language learning should be in-context and 

relevant; further, a student has a better chance to learn effectively if provided with more 

autonomous learning opportunities (such as free-based reading or free-based web surfing).  

Therefore, the more motivated the student is, the more successfully he or she will learn the 

foreign language. To increase motivation to learn foreign languages, Henter (2014) recommends 

that our society, family, educational system, and teachers must first change their attitudes toward 

foreign language. Henter argues that promoting a positive attitude toward foreign languages 

should begin when children are very young; Henter also calls for teachers to provide a secure and 

engaging environment to encourage their learners’ speaking abilities. 

 

4.1.2   Participants’ Ineffective Learning Strategies 

 

4.1.2.1 Excessive Concentration on the Translation-Grammar Methodology 

 

Sofia’s native tongue is Italian; she learned English as a foreign language in Italy through 

the translation method of learning. Sofia described the way she felt during her learning 

experience:   



58 
 

“In the classroom, I was a bit disinterested. I loved 

languages and I was disinterested in the way it was taught 

because I felt that I wasn't improving a lot. There were a lot 

of strict grammar tests or the pieces of Shakespeare 

literature, and I felt very limited in what we can do in this 

setting. Kind of separated, and in fact, outside of the 

classroom people couldn't really communicate. It was 

ineffective in that sense” (Sofia, 2016). 

 

Historically, the classical method of translation was used in teaching the Greek and Latin 

languages; the technique of the translation method was to teach the learner how to translate 

literary passages with a focus on reading comprehension, to understand the grammar rules of the 

foreign language, and to be able to put the words together to form meaning. Neither the 

pronunciation of the words nor the speech communication itself were the focus of this method; 

rather, translation was a method was used to learn for the purpose of seeming well-educated or 

for being proficient in reading a foreign language (Brown, 2000).  

Amy felt frustrated when she learned Spanish because she was not learning as fast as the 

other students in the classroom.  In the interview, Amy described the seemingly arbitrary 

translation method that her Spanish teachers used (rather than encouraging an organic learning 

process, alternatively): “…. we had to realize what we wanted to say, put that in English, dissect 

everything, and then translate into Spanish, and then put it on the right in the grammatical order; 

so it was so much work rather than remembering a phrase” (Amy, 2016). Amy added that the 

teacher barely spoke Spanish during the class sessions, and further disclosed that she disliked 

learning the different exceptions to the many Spanish verb conjugations.  

Current studies do indicate that the use of bilingual dictionaries, as well as the practice of 

reading translations, can help students to comprehend the reading passages and can also help to 

memorize the target vocabulary. These methods allow the learner to compare and contrast the 

grammar and structure of their own native language to those of the target language, and can 
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encourage independent study skills and reduce anxiety (Calis and Dikilitas, 2012). The 

recommendation of  Calis and Dikilitas (2012) is to utilize these strategies on occasion, with 

beginners, and in combination with other learning strategies. In both examples provided by Sofia 

and Amy, however, the teachers overused the translation-grammar method and consequently, 

Sofia and Amy felt disinterested and frustrated. Therefore, while the translation-grammar 

method does serve a purpose in learning a new language, it is not to be used exclusively; rather, 

the translation method is one of many strategies that may be enacted tangentially as a way to 

ensure a better understanding of the language structure (Calis and Dikilitas, 2012). 

 

4.1.2.2   Oral Communication is Not Sufficiently Emphasized in the Classroom 

 

Ur (1996) has observed that people will identify others as “speakers” of a target 

language, “as if speaking included all other kinds of knowing” (120). As a result, Ur claims the 

ability to speak is the most important skill in learning a foreign language (the other skills being 

listening, reading, and writing) (1996, 120). In many classrooms, oral language is used mostly by 

the teacher and students are usually taught the necessary grammar, vocabulary and writing skills. 

According to the Input Hypothesis, if a student has a strong base, or knowledge of the language, 

the oral speech will come “naturally” over time. Some learners might experience a silent period, 

but production of speech will eventually appear if given enough exposure and opportunities to 

listen and read the target language. (Krashen, Terrell, 1983)  

In this study, every participant emphasized that speaking the target language is the most 

important skill associated with learning a language; each participant identified this skill as more 

important than language skills in listening, reading, and writing. The participants’  speech 
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fluency was self-assessed to be based on their teachers’ efforts, their surrounding environment, 

or their study abroad experiences.   

Harmer (2007) explains that communication skills are comprised of both receptive skills 

and productive skills. Receptive skills are those which enable an individual to receive and 

process language information; listening and reading are examples of receptive skills. Productive 

skills, on the other hand, require an individual to produce this information; speaking and writing 

are examples of productive skills. 

In her discussion of challenges related to speaking in the classroom, Ur (1996) found that 

many students are hesitant to speak a foreign language because they are afraid of making 

mistakes, they wish to avoid criticism, or they are shy; other learners may not have the 

motivation to speak in another language (121). Often, due to class size, individual learner 

differences, or an excessive use of the native language in the classroom, teachers can only 

provide limited opportunities to learners to practice speech. Teaching this skill requires time, 

which is a resource teachers often do not have enough of. 

Beyond the challenges in the classroom, the skill of oral speech is difficult to achieve due 

to a multitude of factors. Harmer (2007) explains that a speaker constructs words and phrases 

with individual sounds, and uses pitch change, intonation, and stress to convey different 

meanings (29). Further, in a face-to-face interactions, a speaker may use a prescribed range of 

facial expressions, gestures and general body language to help to convey his or her message 

(53).  In understanding the challenges that learners encounter as they acquire the skill of 

speaking a foreign language, these problems can be addressed and strategies can be developed to 

facilitate the learning of a foreign language. 
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In the following vignettes, participants describe their teachers’ personal characteristics 

and individual differences. These instances demonstrate how the role of the teacher can influence 

the learner’s performance within the classroom, and how this interaction can impact the learning 

outcomes.  

When Connor described his experience in French class, he said, ”I liked the professor a 

lot. She made an effort to teach the class only in French and I liked that a lot. ... I immensely 

enjoyed the class” (Connor, 2016). Similarly, Kevin enjoyed his Spanish teacher’s method 

because she never spoke English in the classroom. 

On the other hand, in his English class in Brazil, Micha heard the target language only 

half of the time.  Because the courses were too advanced for him, Micha could not understand 

the material, resulting in the teachers explaining it to him in Portuguese. “We had a book, you 

know, with the exercises on it. They had some sort of comic book that we used and we had to fill 

in the blanks, and then the pronunciation and all that stuff. It was really dreadful; I really didn't 

like it” (Micha, 2016).  Micha was frustrated that the education system did not ensure that 

students could understand the colloquial language: “The instructors I knew in Brazil had a 

master's degree but could barely converse in English. The speech wasn’t taken under 

consideration in exams and only the writing abilities were emphasized… Functional English is 

the most important skill to have,” he concluded.   

In Italy, Sofia heard very little English inside and outside of her English classroom: 

“In Italy, all the movies are dubbed in Italian...As opposed to  in Holland, 

where they are all in their original language with subtitles which helps hearing 

it .. so exposure in that sense... In the classroom [in Italy], I was a bit 

disinterested. I loved languages and I was disinterested in the way it was 

taught because I felt that I wasn't improving a lot. There were a lot of strict 

grammar tests, or the pieces of literature, and I felt very limited in what we 

could do in these settings. Kind of separated and, in fact, outside of the 
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classroom people couldn't really communicate. It was ineffective in that 

sense.”(Sofia, 2016). 

 

In the above examples, the participants each implicitly emphasized the 

importance of teacher interaction and target language engagement within the 

classroom. While foreign language teachers cannot focus solely on speech 

communication, it is also a skill that cannot be disregarded; teachers need to ensure 

that speaking is a skill that the learner must have opportunities to develop in the 

classroom.  

Scott teaches English as a foreign language in Indonesia.  In the following 

passage, he generalizes how several students efficiently learned English grammar, but 

yet, these students could not speak the language. “...Their teachers made them so 

scared [to speak English] over the years and because they never practiced  it, they 

knew the grammar rules inside and out,  but they couldn't communicate it.”  (2016)  

Ur (1996) provides a caveat in that, while grammar is necessary for language 

mastery, “...it does help, provided it is taught consistently as a means to improving 

mastery of the language, not as an end in itself” (77-78). The attention should 

therefore be focused on understanding what is said, and the learner must express it by 

doing it, rather than focusing solely on the grammar. 

The teachability hypothesis, developed by Pienemann (1989), recognizes the 

learning level of the students, and stresses the importance of facilitation in this sense: 

teachers should not instruct above the students’ level.  Rather, to enhance the learning 

process, teachers must introduce new topics at the appropriate level. This method can 

help teachers to build an appropriate syllabus, construct language assessments, and 

adjust to the learner's’ context.  A highly motivated communicator - one who 
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understands the students’ needs, and can use appropriate methodologies, material and 

new technology - will positively influence the learning outcomes (Pienemann, 1989). 

If speaking fluency is not tested, neither students nor teachers focus their 

attention on it. Formative assessments are one instructional strategy to give more 

importance to speech communication in the classroom.  

 

4.1.2.3   Excessive Corrections in Oral Communication or Not Enough 

Feedback and Repetition 

 

There has been an ongoing debate about providing feedback to errors while the learner 

speaks the target language. In referring to the natural order hypothesis, Krashen (1983) explains 

that people learn the rules of a language in a predictable way; thus, it does not matter the 

sequence in which these rules are taught in a language class. Brown (2000) suggests that learners 

will eventually learn the grammar after prolonged exposure to the language. According to Edge 

(1989), minimal errors that do not affect the meaning of the sentence (such as misuse of a 

definite article, use of a wrong preposition, or use of the wrong tense form within the sentence) 

should be ignored. Edge proposes that the transferal of information is the goal of this practice, 

and therefore accuracy should be overlooked. “They [the learners] need to feel that people are 

listening to what they are saying, not to how they are saying it. ... If learners can feel their own 

emotions being expressed in a language, this will build up a relationship with the language which 

will help them learn it” (Edge 1989, 37).  Further, Edge (1982) found that the “over-corrective 

teacher” is most often a non-native teacher who emphasizes standard models of accuracy, 

resulting in the students following the lead of the teacher, and will also concentrate on the 

standard accuracy rather than on the content itself. 
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Horwitz (2001) supports the notion that corrections of errors while speaking have 

negative effects, and can influence the learner’s self-confidence to speak the target language.  

In this study, Kevin described his French learning experience as frustrating, echoing the 

above literature review in terms of corrections. Kevin’s teacher would ask questions, but then 

stop the students every time they made a tiny error while attempting to answer:   

“Languages are little less binary, right? Because everyone makes a lot of tiny 

errors, right? When you come to the United States, they [immigrants] make a 

lot of tiny errors but as long as you can understand the big picture, that's what 

matters, and eventually, it will be important to get the small stuff. But you 

know, it seems like at first, it's kind of a hierarchy of what gets taught. I 

thought that in my French classes, the hierarchy was not in an order that 

really made me very comfortable learning.” (Kevin, 2016). 

 

On the other hand, Jeremy explained that his teacher’s corrections were meaningful to 

him as a student to receive; he viewed this method as one in which his learning could be 

processed and validated by his instructor: “...you know, ‘that sounds good, keep working with 

this structure.’ Or, to have them specifically point out something individual that was specific: 

mistakes that I was making or I could correct or improve” (Jeremy, 2016).  Much of the 

frustration that Jeremy spoke of  was illustrated by the ambiguity of validation, in which 

professors (or any target language authority, for that matter) simply saying, “it's good enough” 

(Jeremy, 2016). 

Activities that require a rubric to assess the learning could help students like Jeremy 

pinpoint their problems and help them feel less invisible. To check oral fluency, for example, 

students can be asked to read aloud; to assess the learner’s comprehension, vocabulary, and 

grammar; the teacher may ask students to retell a story. These learning assessments should be 

reliable, valid and the expectations must be transparent - hence the importance of providing a 

rubric. (Smith, Ragan 2005) 
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One participant in this study mentioned that giving feedback to learners in online 

environments can be challenging. “You’re never sure that students read them unless it affects 

their grade - but not so much that it is discouraging” (Scott, 2016).  This participant shared that 

he found the instructional strategy of repetition was often missing in language classes. He 

stressed that repetition creates a situation where students do not have to think about the meaning 

of the translated word and automatically use the word in the target language.  

It is the assumption of many teachers that their role is to help students fix their oral 

speech. The literature, however, shows that self-correction during oral speech is the best method 

to use because learners are encouraged to understand their errors and produce a revised sentence 

of their own (Lyster and Ranta 1997). Self-correction also contributes to a more forgiving 

environment that encourages anxious learners to feel more comfortable and less embarrassed 

when they make errors. Teachers can rephrase, or recast, what the student has said to make the 

correction indirectly. As the example from this study, above, demonstrates, if students are 

constantly corrected they can be less motivated to engage in speaking activities because they are 

afraid to speak altogether (Baker and Westrup 2003). 

 

4.1.3. Participants’ Effective Strategies for Successful Learning 

 

4.1.3.1   Playful Environment as an Effective Learning Strategy  

 

In this study, every participant noted that the element of having fun was important to their 

learning experiences. Empirical studies have shown that a successful learning environment is one 

which incorporates a rich sensory learning environment. Factors of a sensory learning 

environment include the use of pictures, music,, movies, stories, flashcards, presentations, and 
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active participation in games. These features help students relax and enter a positive frame of 

mind with the feeling that learning is easy and fun.  

One participant, Winter, saw a direct correlation between her learning environment and 

her success in learning German and French. In the interview, Winter repeated that it was very 

important in her experience that the lessons were structured to be playful, open, and in-context. 

She mentioned that her first teacher was the one who contributed to her positive attitude toward 

the language. Winter mentioned that she and her classmates painted tiles on the ceiling, learned 

swear words, and had fun in this class. She recalled that, during quizzes, it was acceptable to 

look up at the painted tiles on the ceiling and copy the words. This learning environment made 

Winter feel that she was not learning for the grade; her teacher did not try to fail her but rather 

helped her to succeed in learning the language. 

One participant, Micha, emphasized that learning should be directed toward the student’s 

interests: “If you like magazines, sports magazines, or cooking or something like that, get a 

cooking magazine and try to figure out how to do this recipe. Whatever gets you, go to a 

celebrity website, and read about the celebrity gossip... whatever you like.” Another participant, 

Scott, added that he likes the mobile app called Duolingo to learn new vocabulary and phrases. 

This app is a game in which individual players receive points and earn badges for doing well. 

According to Martinson and Chu (2008), “Games are effective tools for learning because they 

offer students a hypothetical environment in which they can explore alternative decisions without 

the risk of failure. Thought and action are combined into purposeful behavior to accomplish a 

goal. Playing games teaches us how to strategize, to consider alternatives, and to think flexibly” 

(478). Games also improve repetition, reinforce the learning and helps with the retention of the 

vocabulary” (El-Shamy, 2001) 
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When asked about his experience with Duolingo, Scott became enthusiastic:  “OH 

WOW, [raising his voice] this is fun! Because I like the little fuzzy owl, because it is a game, and 

again this is an affective filter that we're talking about. People can enjoy it, they are more 

motivated to do it, and thus learn better.”  However, Scott concluded with a caveat to his 

enthusiasm in saying, “…...you’re never going to get very advanced using those kinds of 

programs.” As Scott implies, the game’s speech communication technology is not developed 

well enough to establish articulate oral fluency on its own.  

The above examples exemplify the theoretical construct in second language learning 

which posits that there are emotional variables affecting the success or failure of learning a new 

language.  High or low affective filters are invisible psychological filters, or mental blocks, 

which can disrupt, or even prevent, the learning event. When an individual experiences a high 

affective filter, such as fear and embarrassment, he or she tends to be more anxious, nervous, and 

stressed; loss of one’s self-confidence is the result. These conditions will negatively impact the 

learner’s ability to learn a second language effectively. On the flip-side, when learners 

experience what they perceive to be fun activities, their low affective filter allows them to take 

more risks, relax, and enjoy the learning process; as a result, individuals with a low affective 

filter will learn better (Krashen, 1981). 

 

 4.1.3.2 Study Abroad As an Effective Learning Strategy 

 

There is a strong relationship between the time a student spends in the country where the 

target language is spoken and their successful testing performance. Krashen (1981) has 

demonstrated that of those who study abroad in total immersion, the individuals whose 
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experience abroad lasted for one year performed best, followed by those whose experience 

abroad lasted only a term or a summer.   

Learning languages, however, is no longer the main purpose of international study abroad 

programs. According to Goldoni (2015), only five percent of all U.S. study abroad students have 

an academic focus on world or foreign languages; the academic foci of science, technology, 

engineering and mathematics make up the majority of study abroad program concentrations, at 

23 percent. 

Goldoni (2015) suggests that traveling and studying in large homogenous groups, in 

which tours and classes are established specifically for U.S. study abroad cohorts, tends to 

decrease the likelihood of successfully learning a foreign language. In such cases, there is less 

engagement with the target language in an organic setting: students are less likely to be in 

contact with local people, and are less likely to experience different cultural situations (Goldoni 

2015). 

According to Isabelli-Garcia (2006), the motivation to learn a language is not always 

sufficient in study abroad programs; learning, in these situations,  is also affected by the hosting 

environment, the student’s ability to  attain the language, the student’s own personality 

characteristics, the experiences he or she encounters, and his or her abilities to handle difficult 

situations. Therefore, to increase cultural awareness and intercultural communication, students 

should research the host country’s history, economy, population, customs, territory and 

geopolitics before arriving. Identifying interests, joining groups such as local sport teams or 

clubs, taking photography, and engaging in hobbies can develop intercultural friendships. 

Increasing the autonomy of the students and maintaining social networks will enrich their 
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experiences abroad and will encourage a deeper understanding and a better language 

performance (Isabelli-García, 2006, Goldoni, 2015).  

When Jeremy finished high school, he studied abroad in France for one term to learn 

French.  Jeremy was placed in a beginner classroom with 15 additional students who could also 

barely read French. From the first day, the students were not assigned any writing assignments - 

rather, the lessons revolved around speaking the target language:  

“I remember one game that we had to play … All the students would 

line up in one end of the of the class.  ... One student would walk out 

in front of everybody else, be called upon and come in front of 

everybody else,  and they would have to perform some kind of action 

that could be described simply within our vocabulary. And the other 

students would have to, you know, guess, be called upon to guess as to 

what action they were performing.  Trying to describe that action in 

French, without using any kind of English vocab supplementary 

words” 

 

 By the end of his study abroad tenure, Jeremy was able to carry a conversation in French; he was 

placed in the third year French class at Oregon State University upon his return from France. 

  Jacob grew up in a white community where there were few Spanish speakers; the 

immersion he experienced as a teenager, however, helped him learn the language faster. Both of 

Jacob’s older sisters married into families that spoke Spanish - being around their families made 

Jacob’s learning of the target language more natural, authentic and faster.  

Chomsky (1959) explained language as a rule-governed activity, as opposed to a set of 

habits. Chomsky claimed that children are biologically programmed for language, and have an 

innate ability to discover for themselves the underlying rules of a language system. Thus, the 

speaker does not need to think in terms of grammar rules in order to speak the mother-language 

correctly. One can study and know all the rules of a target language, and can be competent in the 
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language’s structure, but this is no guarantee that the sentences composed by this individual will 

make sense (Chomsky, 1959). For this reason, teachers cannot concentrate on grammar, or habit-

forming responses to stimuli, but must rather concentrate on the content itself. Over time, 

children will learn the correct structure of the language from watching and hearing the target 

language being spoken.  

Dell Hymes in response to Chomsky, was more concern about relating language to social 

functions than language structure (Langer, 2009). He explained how learning happens through 

interaction or communication as people adopts, model, or imitate the behaviors of others. People 

create bonds, establish rules, and become part of a social group by engaging in behaviors such as 

watching others, engaging in conversations, and sharing information. These forms of 

communication help people to change their behavior and create conditions for learning. Through 

interaction and active participation, people learn to negotiate the type of input they receive and 

adjust to the speakers themselves (Bandura 1971, Krashen 1981). It is therefore recommended 

that students be prepared linguistically and culturally before embarking on their travels to 

optimize their learning opportunities abroad (Isabelli-García 2006, Goldoni,  2015). 

 

4.2   Phase III of Design Thinking: Ideate Solutions for FL Online Learning    

 

The Ideate phase is the third phase of the Design Thinking process. (Figure 10) In this 

phase of the study, participants used their imagination, their creativity and their personal 

experiences to find solutions to their wicked problems. In this phase, the participants were 

observed to feel more comfortable to laugh and share their ideas because there was an 

established sense of familiarity: their backgrounds and their personal experiences had been 

shared with me at this point, and these commonalities resulted in a safe environment. It was 
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stressed to the participants that the wilder, and more creative, the idea to solve a wicked problem 

is, the better it is. In essence, a given strategy to solve a wicked problem is neither good nor bad; 

a strategy is effective only when it is contextually related to the task at hand, and only if it fits 

the student’s learning style.  An important aspect of creativity, as identified by Runco and Acar 

(2012), is the ability of an individual to employ both divergent and convergent thinking in the 

creative process. The Design Thinking process model in the Ideate phase includes both divergent 

and convergent thinking, where as many solutions as possible are generated (divergent thinking) 

and then patterns are identified and expanded upon (convergent thinking). In this phase of the 

Design Thinking process, the participants are the creators.  

 

                                 Figure 10: The third phase of Design Thinking Process, Ideate. 

 

4.2.1 Web 2.0 Tools for Online Learning  

 

In the 1990s, Web 1.0 technology was the dominant language-learning multi-media 

resource. This digital medium took the form of videos and informational websites, which were 

used to complement the language input in online classrooms. The second generation of learning 
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media, Web 2.0 technology, has gained popularity since 2004. In contrast to its predecessor, 

Web 2.0 requires Broadband Internet, utilizes the social web, and can be accessed from a 

multitude of browsers. Web 2.0 applications are open source, and include: (1) communicative 

tools (e.g., blogs, podcasts, vodcasts); (2) collaborative tools (e.g., wikis, googledocs); (3) 

interactive tools (e.g., facebook, LiveMocha, Twitter); (4) documentative tools (e.g., blogs, 

videos, e-portfolios); and (5) generative tools (e.g., virtual communities of practice, virtual 

learning worlds). Each classification serves a different purpose, yet the common feature of all 

Web 2.0 classifications is the ability for users to instantly share their creation with others. (Diaz, 

2011) 

Web 2.0 tools are often at no cost to the user (the only requirement is to have internet 

access); rather, the emphasis is on collaboration (Bustamante, Hurlbut and Moeller 2012). In 

identifying its accessibility and its usability, it is no surprise that Web 2.0 technology has shifted 

the focus from a teaching- to a learning-centered environment. .  

The attractiveness of Web 2.0 technology emerges from its ease of communication, the 

simplicity of information-sharing, and the opportunities for participation and collaboration. 

Bustamante, Hurlbut and Moeller (2012) have found that, in this regard, Web 2.0 tools offer 

language learners an interactive environment. As a result, the learner is the creator who is 

learning by doing.  

 At the time of this study, there were over 3,000 Web 2.0 applications available online. 

(Pauline, Gilbert 2016) As there are so many tools available in the market, it can clearly be very 

difficult for instructors to stay up-to-date on the newest applications (Diaz, 2011). Rather than 

prescribe a premeditated set of Web 2.0 tools to the participants of this study, the participants 
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were encouraged to suggest their own preferences; the participants offered ideas from their own 

knowledge and experience.   

 

4.3 Innovative Ideas for Foreign Language Learning and Teaching 

 

All participants of this study focused on strategies and tools to develop their oral 

communication skills in online settings because they felt it was one of the least addressed issues 

in teaching a foreign language. This section provides eleven ideas, developed by the participants 

of this study, that could be utilized in learning and teaching of a foreign language in an online 

environment. 

 

4.3.1 Text-to-Speech, Text-to-Translation 

 

Technologies developed for people with deficient speech are called augmentative and 

alternative communication (AAC) technologies. AAC technologies have recently been adapted 

to teach foreign language mechanics in online environments - specifically, these technologies 

have been utilized to develop a learner’s phonetics, pronunciation, vocabulary, grammar, and 

sentence analysis. In one review of learning technology, automatic speech recognition was 

recognized as a feature that had impressive implications for the development of a learner’s 

pronunciation (Golonka, Bowles, Frank, Richardson and Freynik 2012). 

Text-to-speech, or text-to-translation, is an interactive way to learn that can be integrated 

into language-learning activities such as reading a story or learning new vocabulary. Tom, a 

participant of this study, suggested introducing text-to-speech reading passages as a resource in 
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online learning environments. Tom’s proposal would primarily increase a learner's interaction 

with the target language and promote active learning; ideally, at the same time, the learner would 

increase his or her retention of new vocabulary and gain a greater comprehension of the material.  

In their review of the types of technologies for foreign language learning and their 

effectiveness, Golonka et al. (2014) summarized 350 studies comparing traditional teaching 

methods and materials to computer technologies. The main advantages discussed by Golonka et 

al. were evident in the enhanced degree of motivation and confidence of learners with the use of 

the text-to-speech function: it was suggested that learners prefer using technology in foreign 

language learning over the more traditional methods and materials. Further, those who utilize 

technology to learn are expected to be more engaged and have a more positive attitude toward 

learning the target language.  

 

4.3.2  Auditory Directions to Improve Listening skills 

 

One way to improve listening skills is by combining auditory or video assignments to the 

classroom instead of using written directions. Jeremy, Winter, and Scott suggested that this 

method would encourage students to listen more carefully, which turn would improve the 

learners’ listening skills.  Examples of information-based tasks include asking the learners to 

collect information, instructing the learners to follow directions (such as writing an email to 

somebody), having the learners’ record themselves reading a passage, or asking them to call a 

hotel for information.  

Instructors and learners can use online multimedia such as slides (e.g., Prezi and 

Powtoon) and audio recordings to present purposeful information-based tasks. Dat and 
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Spanghero-Gaillard (2005) confirm that such online audio and visual resources can promote a 

student’s interest in, and motivation to learn, foreign languages. These technologies, also referred 

to as computer-assisted language learning (CALL), can be as useful as traditional audio 

recordings.  

Most listening activities require some kind of writing or speaking of the target language; 

the purpose of listening activities is to assess the learner’s comprehension and memory. 

However, the skill of listening to a target language is often learned before the verbal production 

of it; thus, the Comprehension Approach has been suggested by Winitz as an alternative method 

(1981).  Because listening comes before the verbal production, the Comprehension Approach 

posits that teachers should employ activities that emphasize listening, and not speaking, in 

environments that are free of anxiety (Winitz 1981). Asher (2000, 2003) further supported this 

approach by adding that integrating the Total Physical Response (TPR) approach to listening 

activities through physical (motor) activity can reduce anxiety, and can help learners to focus on 

listening skills which will eventually lead to verbal production.  In this approach, a learner’s 

understanding is developed through following directions that encompass imperative action verbs 

- verbs that require bodily responses, such as guessing, giving commands, storytelling, pointing, 

coloring, picture work, or acting. This approach, which encourages learners to respond to what 

they hear with the correct physical movement and to demonstrate that they understand what they 

hear, is simple. Some examples of the TPR approach are games such as “Simon Says,” or 

activities in which students are asked to give directions to a specific destination. Using TPR 

activities in language teaching creates the same conditions that the learners experienced as 

children when they learned their own native language.  Through TPR, learners internalize new 
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vocabulary words and grammar; at the same time, learners interact within, and contribute to, a 

more effective, engaging and motivating learning environment.  

 

4.3.3  Encouraging Verbal Speech through Video Postings, Responses on      

Discussion Boards 

 

Facilitators of online foreign language learning may create videos for a variety of 

purposes: to welcome students to the course, to provide an overview of a unit, or to present pre-

recorded lectures or pre-recorded interviews in the target language.  Online assignments can be 

designed in which learners are asked to verbally comment in the target language by posting their 

own response via video. For example, students are asked to submit their responses in an online 

discussion board for their classmates to view; their responses can discuss the content, provide a 

personal reflection, or satisfy any intended speaking outcome of the assignment. To encourage 

further participation, a deeper discussion, and a sense of community, students can be asked to 

submit two additional video comments on other posts within the discussion board.  

Videos provide learners with the opportunity to pause, rewind, and review the material 

being presented; the learner is in control of the pace of the video (and, consequently, the pace of 

the learning can be personalized). Further, the combination of images, animations, and music in 

video clips can be entertaining to the learner, leading to a greater depth of comments generated 

by the learner’s expressions of emotions, related experiences, imagination and knowledge. 

Rahmatian (2011) found that between the application of audio recordings (listening), documents 

(reading), and videos (viewing), the latter method is most effective for practicing listening 

comprehension in language classes.  Rahmatian’s study found that watching videos is less tiring 

than reading a document, and can provide detailed content without overwhelming a learner. Even 
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though the study demonstrated that listening to audio recordings can be less distracting, it was 

found that the use of video is a better choice for presenting cultural elements to learners of a 

target language (2011). 

Research also supports the effectiveness of videos in creating a sense of presence. In a 

foreign language environment, Rose (2009) found that peer-to-peer corrections and learners 

asking for clarifications from their peers can alleviate student feelings of intimidation. The 

results of Rose’s study suggest that students view instructor videos as beneficial. Positive 

response to videos was demonstrated by evidence in which students learn better with an 

instructor video rather than when only  provided with textbooks, instructors’ notes, and web 

pages (2009). Further research has suggested that instructors can encourage students to log in to 

the learning management system more frequently by posting weekly videos (Ramos and Yudko 

2008; Rose 2009). 

 

4.3.4  Watching Movies with Closed Captioning 

 

One of the participants in this study, Micha, explained that he learned colloquial Spanish 

(slang) by watching Spanish movies with closed captioning. Closed captioning provides the 

viewer with the text in the language of the audio; this feature is typically utilized by hearing-

impaired audiences. Watching movies in their original language with closed captioning is very 

popular around the world and has been demonstrated by Muntane and Faraco (2016) to improve 

the learner’s listening skills as well as their speech-sounds.  

Subtitles of foreign language films can also be presented in the viewer’s language (often 

referred to as translated, or dubbed, captioning).  This feature is often used by language learners 

to improve comprehension rather than learning vocabulary of the target language, because the 
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dubbed captioning is not a literal translation and will oftentimes substitute phrases and 

colloquialisms of the target language.  In a study by Muntane and Faraco (2016), learners 

improved their comprehension of English as a second language by 17 percent when closed 

captioning was provided in English; learners that were not provided with subtitles or closed 

captioning only demonstrated a 7 percent increase in comprehension. While the plotted 

comprehension of the original closed captioning outperformed the plotted comprehension 

without any subtitles or closed captioning, vocabulary testing showed little difference in the 

ability of the participants to retain the meaning of the words (Muntane and Faraco, 2016). 

Krashen (1985) and Mishan (2004) have suggested that individuals understand language 

by using contextual clues. Sternberg (1987) has supported the idea that vocabulary is learned and 

understood from context - simply the words of a target language should not be taught in an 

isolated manner. Viewing foreign language films can be beneficial to learners because this 

medium presents the target language in an authentic nature and provides for diverse applications 

of different types of learning strategies.  It is important to note, however, that for viewers with 

only basic reading abilities, using only closed captioning can lead to decreased comprehension. 

For intermediate- to advanced-level students, it is recommended that they listen to the original 

soundtrack with closed captioning in the original language; this activity has been demonstrated 

to have beneficial effects of listening comprehension and speech perception, and has been shown 

to increase the learner’s motivation, interest, and understanding of the culture (Huang, Eskey, 

2000, Muntane and Faraco, 2016).   
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4.3.5 Language Exchange and Pen-Pal World as Synchronous   Communication 

Tools 

 

The exchange of communication via technology can be possible through asynchronous 

emails and through synchronous video conferences or chat rooms. Sharing one’s culture and 

speaking in a non-formal environment has been shown to reduce an individual’s anxiety, provide 

a non-judgmental atmosphere, and increase motivation (Kongrith and Maddux 2005). “My 

Language Exchange,” “Pen-Pal World,” and “Interpals Language Exchange” are three examples 

of the 21st century version of pen pal exchanges.  These applications connect individuals with 

native speakers of the target language. The user creates an online profile describing the language 

he or she wants to practice and the language he or she already speaks. Then, the user specifies 

the age group and gender of the person they would like to connect with. The privacy control 

features can be used to designate limitations of solicitation based on criteria of age, gender, and 

country of origin; the user can choose to be the first person to initiate the connection; and 

anonymity is an optional feature. 

In an interview for this study, Connor shared that these types of synchronous language 

exchange applications can lead to meeting international friends. Synchronous applications, such 

as those listed above, are a preference to Connor because he is able to speak to international 

friends late at night because of the time-zone differences. Of the twelve languages he can speak, 

Connor has attributed language exchange programs to much of his continued learning.  
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4.3.6 Increasing the Rate of Learning with Online Tutoring or Peer Tutoring  

 

There are a number of “tutor” websites that students can access to enter their homework 

questions and quickly receive answers; unfortunately, many of these sites do not have skilled 

tutors. Going through a Criminal Records Bureau (CRB), checking and relying on friends 

and teachers’ recommendations can help match the tutor to the learners’ personality, 

strengths and weaknesses.  Through Skype, on the other hand, online tutors are able to speak 

with students synchronously, while grammar is taught at the same time. In tutoring, it is 

important to provide face-to face communication (e.g., through Skype) to provide the most 

effective tutoring sessions. One of the greatest advantages to using synchronous conference 

technology for tutoring is its convenience: the distance between the pupil and the tutor is 

irrelevant in such e-learning settings. 

Alternatively, peer tutoring has also been demonstrated to increase the rate of learning a 

foreign language. Peer tutoring is a method of applied learning in which language students are 

paired with students in other countries. This method has been supported by a study conducted by 

East, Tolosa and Villers (2012), in which Spanish learners from New Zealand were partnered 

with peer English learners in Colombia. These peer tutor partnerships were found to   be 

successful because the applied learning was not dependent on a traditional teacher-centered 

methodology. 

 

4.3.7  Using Phone Apps and Games for a Playful Language Learning Experience 

 

Duolingo is an educational “game” distributed as an application for smartphones and 

computers. In this application, the user learns scaffolded vocabulary words of a target language. 
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There are four short exercises presented as games: translation exercises, listening exercises, 

matching exercises, and speaking exercises. Upon successful completion of an exercise, users are 

rewarded (accompanied with trumpet fanfare). Arguably, the biggest advantage of Duolingo is 

its accessibility: users can play on their computers or their phones whenever they choose; further, 

this is a free application which is intuitive and fun. One major limitation of this application, 

however, is its audio component: the listening exercises can feature poorly-recorded audio which 

is difficult for users to replicate, and the speaking exercises will often fail to detect incorrect 

intonation or pronunciation.  

It is important that learners understand the reason an answer is not correct, as this 

decreases the likelihood of making the same error in the future. Unfortunately, many game-based 

learning applications similar to Duolingo limit the learning potential by not providing users with 

the necessary corrective measures. In a study of game-based learning applications conducted by 

Heil, Wu, and Lee (2016), it was found that 36% of applications included an implicit focus on 

grammar instruction (apart from vocabulary instruction), and 24% of applications provided 

explicit instruction (in which users were presented with an explanation of the grammar); 20% of 

applications did not include any grammar explanations. Further, this study also demonstrated 

that, for most of these game-based learning applications, writing skills are not the priority: only 

26% of applications provided exercises in which users could write complete words. On the other 

hand, this study provided evidence that these game-based learning applications can improve 

learner competence, motivation, and retention of vocabulary (2016). Additionally, such 

applications can provide a more meaningful experience through learner engagement: typically, 

learners must modify their actions until their game scores improve. Many of these game-based 

learning applications are “behaviorist” in nature, which can emphasize the user’s “experience” 
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while limiting the learning. For example, Duolingo does not adjust to the skills of the individual 

learner, and it rarely explicitly provides corrective feedback to the user. Overall, however, a 

game like Duolingo is fun, exciting, engaging, and can motivate learners to reach the “next 

level” while learning vocabulary words; in Krashen’s terms, the affective filter for this learning 

tool is “low,” because users learn with no anxiety and “for fun” (1983, 121).  

Instructors can encourage the use of Duolingo and similar game-based learning 

applications outside of the classroom, regardless of if the vocabulary featured in the application 

is aligned with the syllabus. The opportunity to have a fun learning environment anywhere, 

anyplace, and anytime offers new possibilities of learning in informal settings.  

 

 4.3.8  Skype or Web Conferences to Increase Speech Communication 

 

Arguably, the most popular distance language learning tool is Skype. Skype is a free 

application that can be downloaded onto a user’s personal computer, smartphone, or tablet; much 

like a telephone or a video phone, this software accesses the internet to provide video chat and 

voice call services. Alternatively, in learning management systems (LMSs) such as Canvas, 

instructors have the ability to communicate with their students through built-in asynchronous 

messaging, synchronous chat rooms, or synchronous voice/video web conferences. Web 

conferencing services, such as Skype and the built-in communication features of LMSs, make 

these online methods the most similar to real-life, face-to-face, synchronous communication.  

Web conference interactions can be beneficial in several settings: for example, groups 

can have a session with the instructor present; learners can work one-on-one with a teacher; and 

peers can interact with other peers. Web conferences incorporate a major component of teaching 
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that is often overlooked in the online classroom: a live conversation. Synchronous conversations 

have been demonstrated by Lazarevic and Bentz (2010) to positively impact the learning 

environment: as a result, the negotiation skills, collaboration, and the sense of community needed 

for speech communication is developed. Wang, Chen, and Levy (2010) argue that audio 

conferencing tools are not enough to create an authentic environment; through video 

conferencing tools, on the other hand, students and teachers can to integrate visual facial 

expressions and body movements closer to real-life situations. As with any synchronous 

communication, video and audio conferences require that both parties be online at the same time. 

One of the downsides to synchronous web conferences is the aspect of scheduling a time to 

“meet” that is compatible for all parties; however, with the use of synchronized and sharable 

planners (such as Doodle calendar), this challenge can be managed.  

Lazarevic and Bentz suggest that developing teaching methods for audio conferences is 

critical for successful delivery. A fixed structure to an audio conference (such as taking questions 

from the students first, then providing clarifications, and then moving on to an open discussion) 

can create a sense of order.  Additional techniques for successful language conferences include 

limiting the amount of content covered during each session, and referring to the participants by 

name when asking specific questions (2010). 

From my own experience as an online instructor, providing students with the option to 

not use video (and thus reducing their anxiety by remaining anonymous) encourages 

participation. This seems to be especially preferable to older students, ill students, transgender 

students who are going through physical changes, and those who are shy: this option increases 

the likelihood that they will feel comfortable enough to participate in discussions. 
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4.3.9  Inverted or Flipped Learning Methodology for Active Learning 

 

The method of traditional learning follows a script of the teacher presenting a lecture, 

followed by the assignment of application exercises. An inverted, or flipped, classroom is 

essentially the reverse order of the traditional method, in which students are asked to search for 

information (by watching and re-watching lectures or informational videos of foremost experts, 

for example) before they meet with the class to discuss the topic (either in a face-to-face setting 

or in a real-time web conference). Thus, traditional in-class activities are completed outside of 

the classroom, and the traditional homework is completed in the classroom. This inverted 

method encourages active learning and student engagement and interaction; it also focuses on 

self-directed learning, a concept compatible with adult education values and andragogy theory 

(Merriam and Bierema 2014).  

In the case of online learning, using an active learning technique (such as searching for 

information or listening to a video) before the synchronous meeting has a positive effect on the 

motivation to understand the material in order to be prepared in the discussion. Dat and 

Spanghero-Gaillard (2005) suggest that learning with video and literature review clips enables a 

different approach to learning the target language that is fun and spontaneous. This method 

provides the learner with the ability and incentive to express his or her own emotions, 

imagination, experience, and knowledge of the content. 

In a study of flipped classrooms used by prospective second-language English teachers in 

Turkey (Basal 2015), it was found that students in these environments demonstrated increased 

participation; this finding was supported by reports of students being able to learn at their own 

pace. Further, it was documented that this inverted method increased students’ preparation ahead 

of class, and shortened the perceived limitations of class time (Basal 2015). It is important to 
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note that this inverted method should be implemented with a specific outcome contextual to the 

learning; further, the human factor (the teacher) has to be part of the activity (Merriam and 

Bierema 2014). 

 

4.3.10  Community Building through Facebook  

 

According to the Pew Research Center, Facebook is the most widely-used social media in 

the United States (2016). 79 percent of Facebook users in the US are adults (over the age of 18); 

users between the ages of 18 and 29 make up the largest group of Facebook users in the US (Pew 

Research Center, 2016).  

Facebook has been effective in creating online communities of practice where the 

members share the same interests, topics or skills (Merriam and Bierma 2014). As a social media 

platform, Facebook can be used as a discussion board, a place to share and post videos, articles, 

podcasts and  related learning material. Educators can form a class group page on Facebook and 

send invitations to join to learners. Students of foreign language courses can use Facebook as an 

online meeting spot outside of class hours; for example, students can find a partner to practice 

with or do homework with. In this platform, students are able to see all the people that are 

available or interested to practice any target language. Even if the interaction is between two 

beginner students, the connection and the negotiation of meaning is very impactful as it builds a 

sense of community. 

While there is no data supporting the contribution of what, or how, students learn through 

such practices, Golonka et. al (2014) supports the notion that the networking which develops 

communication skills among speakers and other students of the target language is important to 

the learning process. Thurairaj, Hoon, Roy, and Fong (2015), however, concluded that Facebook 
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can enhance and improve the proficiency of the target language. In their study, participants 

perceived learning activities on Facebook as more interesting and fun than in a traditional face to 

face learning setting; participants claimed that they learned new vocabulary words and they 

noticed an improvement in their writing skills. Further, the findings of this study supported the 

notion that the use of short-cut sentences and slang, frequently used in instant messaging, did not 

affect the ability of the participants to use proper grammar in formal communication settings; 

rather, the participants were able to contextually distinguish when to use the appropriate voice. 

As a result of using Facebook, learners can encourage each other through interaction and 

collaboration, and gain increased motivation to learn the target language. Educational Facebook 

groups can be an alternative to the classroom, where there is more freedom and participation in 

debates, and discussions can be more fun and productive. This social media platform therefore 

has the potential to be a place where people can communicate, learn about each other, and 

support each other.  

 

4.3.11 WhatsApp Mobile Tool to Send Voice Messages 

 

Mobile applications (downloadable software for smartphones and tablets) are the fastest-

growing technology in education; these “apps” provide a diverse array of learning opportunities 

for the enhancement of skillsets (e.g., vocabulary building, literacy, English as a Second 

Language, and mathematical concepts) (Merriam and Bierema, 2014). 

WhatsApp is an app that allows users to exchange text, image, video, and audio 

messages. Instructors and learners can use this app to create learning groups. A benefit to the 

WhatsApp application is that it is a free app; further, there is no limit to the amount of messages 
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(text, image, video, or audio) that can be sent or received. Apps available for smart devices 

typically require a connection to the internet; however, accessibility to Wi-Fi networks (therefore 

limiting one’s data consumption and roaming costs) makes WhatsApp a practical, economical, 

and mobile-friendly, educational tool. 

 In one study in Tanzania, WhatsApp was reflected to have a positive role in helping 

students learn English as a second language (Mwakapina Mthandeni and Nyinondi , 2016). In 

this study, the app was found to improve the way participants communicated with each other, 

while also improving their vocabulary. The participants demonstrated the ability to understand 

others, and make themselves understood, by using text messages; further, participants were 

found to recognize and revise their own mistakes in their text messages to enhance the meaning 

of the messages they exchanged with each other. These skills, known as negotiation skills, are 

very important to the comprehension process of conveying messages; negotiation skills 

demonstrate an individual’s knowledge of how and when to correct grammar and vocabulary to 

enhance the recipient’s understanding of the message.  

Using WhatsApp as an educational tool can improve the vocabulary of the user through 

self-directed learning. Further, as a social app, this tool encourages collaboration as users 

connect and actively work together to create a dialogue. The informal dialogue and low-risk 

interactions of WhatsApp will likely “open the door” to encourage learners to find similar social 

apps to help them improve their language comprehension. Utilizing social apps, such as 

WhatsApp, as educational tools will be beneficial in increasing the level of the students’ 

involvement, interaction and collaboration. 
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Chapter 5  Instructional Application of Design Thinking: A Template 

for an Online Conversational Modern Hebrew Course  

 

 

                                    Figure 11: The Fourth phase of Design Thinking process,  

                                       the Prototype phase. 

 

This chapter represents the fourth phase of Design Thinking: Prototype. As Figure 11 

(above) demonstrates, this phase applies ideas from the previous phase into a prototype model. 

This chapter outlines a prototype template for a single-credit, online conversational Modern 

Hebrew course. The purpose of this course is to improve learners’ speech performance and to 

develop stronger conversational skills; assignments and activities featured in this template are 

aligned with this goal in mind. This chapter will describe how the solutions, envisioned by 

participants in the ideate phase of this study, are applied into the online conversational Modern 

Hebrew course template. The focus of this chapter will be on the specific goals of the course, and 

the strategies or the activities that will be implemented to reach these goals.  
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This chapter is divided into five sections. The first section of this chapter describes the 

course, and its intended learner audience. The second section of this chapter describes the course 

prerequisites, with consideration of the target learners’ attributes, backgrounds, and interests. 

The third section of this chapter identifies the intended learning outcomes of the course, and 

describes what learners should be able to do upon completion of the course. The fourth section of 

this chapter identifies the specific learning objectives of the weekly lessons and activities that 

will be implemented to meet the course outcomes. The final section of this chapter provides 

examples of activities and assignments that can be incorporated into a Modern Hebrew language 

course to enrich students’ learning experiences. While I acknowledge their importance as 

principles of instructional design, this chapter will not include activity assessments or learning 

evaluations because these elements are irrelevant to the research questions.   

The activities and assignments presented in this template are based on the ideas the 

participants generated from the third phase of Design Thinking, Ideate. The activities, 

assignments, and technologies presented here are tools to reach the learning goals. However, as 

Smith and Ragan (2005) emphasize, it is the facilitator who must consider the learning problems 

that a learner may encounter; as such, the responsibility falls upon the facilitator to select 

contextually appropriate, and learner-relevant, activities to implement.   Thus, the content of 

each module was created with careful consideration of the course objectives and outcomes; in 

this creative design process, I found myself reflecting on my own understanding of course 

design, my prior experiences with online facilitation, and my working knowledge of online 

educational resources.  
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5.1 Course Description and Target Learners 

 

          Conversational Modern Hebrew (HEBR 120): This one-credit elective course is designed 

for degree- and non-degree seeking students who would like to continue developing their oral 

cross-cultural communications skills of beginner-level Hebrew as a second language after taking 

the prerequisite course, Intermediate Modern Hebrew (HEBR 112), or an equivalent course. 

HEBR 120 will prepare learners for Intermediate Hebrew II (HEBR 113), but may also be 

enrolled in by individuals who are planning to travel, or individuals from related disciplinary 

fields. This course is voluntary and is not a mandatory prerequisite for HEBR 113.  

In HEBR 120, learners will continue to learn about Israeli demography, attitudes, and 

norms, as well as be able to identify and distinguish the differences between the main high 

holidays, body language differences in social and business situations, and Israelis’ different 

religious points of view. An emphasis of this course is on communicative competencies and 

values clarification; a variety of media will be integrated into the facilitation methods employed 

in this course.    

            There is a relationship between the form and content of a language and the beliefs and 

cultural values of its speakers. For this reason, learners will engage in conversations; learn how 

to provide and obtain information; and learn how to express contextually-appropriate feelings, 

emotions, and opinions in various situations for functional purposes. 

            After completing the course, learners will be able to communicate with Hebrew speakers 

using the present and infinitive verb tenses, continue to achieve a wider cultural awareness and 

curiosity, and develop perspectives in the way people perceive their reality in Israel (and, 

consequently, their own perception of reality might be affected in the process). 
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5.2 Prerequisites, Attributes and Justifications  

 

         Course prerequisites are established to help learners determine whether they are 

successfully prepared to participate in a course. Successful completion of HEBR 112 is the 

prerequisite for HEBR 120. For students with equivalent skills or prior experiences, an 

assessment exam is required as a means determining whether the individual meets the minimum 

competency standards.  

Considering the diverse attributes of the target learners is important in designing a 

foreign language course. Factors such as age, personality, motivation, self-concept, life-

experience, and learning style can affect the way in which students learn the target language. 

Below is a summary of the learner attributes, and a discussion of how HEBR 120 will be tailored 

to accommodate these similarities and differences. 

5.2.1 Age of Target Learners  

 

The course is designed for traditional and nontraditional, degree- and non-degree-seeking 

students, between14 and 70 years old (and perhaps even older). Age is an important attribute to 

recognize because various intellectual and moral development stages will be reflected in the 

differing age groups of the learners. As such, I will need to present material appropriate to all 

ages.  

5.2.2 Interests of Target Learners 

 

Learners study Hebrew for different reasons. For example, some learners study the 

language in an effort to connect to their faith, ancestry, and culture; some are interested in 

Middle East history, philosophy, archaeology and religious studies; some have internship 
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opportunities in the business sector, hi-tech sector, and bioengineering; some come to learn 

Hebrew to enhance their tourist experience by exploring the culture, people, and the country; 

some need to complete a foreign language requirement for their degree. The variance in interests 

of the learners requires me to present a variety of related topics while being mindful of not 

concentrating on one area. 

5.2.3 Education Level of Target Learners 

 

The prior educational experience of the learners will likely be varied. The highest level of 

education for some learners may be a high school diploma, while other learners may possess 

advanced degrees (potentially up to postdoctoral diplomas). Many of the learners will likely be 

“local” students from Oregon State University; because this is an online course, however, 

learners can potentially be affiliated with other universities (either domestic or international 

institutions). Prior educational experience is an important attribute to consider when designing 

this course, as the comprehension and reading skill levels will need to be considered and 

calibrated between the extremes of simple and advanced; the supplemental reading materials to 

explain topics for HEBR 120 will therefore include articles from academic journals as well as 

links to online resources to accommodate all educational levels. 

5.2.4 Time Zones of Target Learners 

 

As an online course, students will potentially log in to HEBR 120 from various locations 

around the world. In a conversational course such as HEBR 120, accessibility to the instructor as 

a resource is essential; thus, this course will require the instructor to be flexible in her availability 

to accommodate students’ needs in a timely manner. The varied time zones will also affect the 
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availability of web conferences; as such, meetings for HEBR 120 can be arranged by 

appointment.  

5.2.5 Religion of Target Learners 

 

Learners of all religious faiths are welcome to participate in HEBR 120.  To provide all 

students with a comfortable learning environment, it will be important to help each learner feel 

respected, valued, and accepted. For this reason, the content of HEBR 120 will include different 

religious points of view. Expectations involving appropriate etiquette for online discussions will 

be addressed and referred to throughout the course. 

5.2.6 Learning Styles of Target Learners 

 

Some people learn best by listening to audio, some prefer reading, some learn through 

videos, and some people need to write to internalize the material. In consideration of these 

dynamic learning styles, an array of learning formats will be offered within each module 

presented in HEBR 120.  

5.2.7 Motivation of Target Learners 

 

Students will enroll in HEBR 120 for different reasons; these reasons will impact their 

feelings towards the course and their motivation to learn. For those whose purpose is to learn 

Hebrew for enjoyment, the motivation to study will be strong (as well the motivation to spend 

time practicing the language).. While the same motivation can be expected for high-achiever 

learners, those who enroll in the course to satisfy a language requirement will not likely exhibit 

such motivation to learn. As such, HEBR 120 has been designed to incorporate “fun,” engaging 

activities and assignments that draw upon the learner’s creativity.  These elements will 
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encourage learners to foster a positive attitude toward learning and to develop a curiosity about 

the Hebrew culture. 

 5.2.8 Anxiety of Target Learners 

 

Many learners exhibit a high anxiety towards practicing a foreign language. As Horwitz 

(2001) suggests, exhibiting a positive attitude towards students is a method to decrease the  level 

of anxiety. Therefore, a comfortable, safe learning environment in which individuals feel 

respected will be necessary to encourage the learners to speak Hebrew as often as possible; 

making mistakes is an important part of learning a language. To engender such an environment, 

formative assessments (such as grading for participation rather than focusing on correct 

grammar) will be implemented in HEBR 120.  

5.2.9 Personality of Target Learners 

 

 Some students are introverted while others are extroverted. Due to its nature as a 

conversational course, some oral assignments for HEBR 120 may be perceived as ambiguous - a 

potential problem for introverted learners. To ensure that all students feel that they have an 

opportunity to practice their oral communication skills, students will be provided with an 

optional formatted template to follow during oral communication assignments.  

5.2.10 Ethnic Background of Target Learners 

 

It is expected that not all learners will understand the Jewish terms or vocabulary 

presented in HEBR 120. Cultural references in terminology and vocabulary will be discussed in 

a way that brings a cultural awareness and relevant meaning to the word (for example, learners 
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may have a sense of the word kosher, yet may not be familiar with the cultural relevance of the 

word).  

 

5.3 Course Learning Outcomes 

 

●  Speak Modern Hebrew in present tense and infinitive tense in order to communicate 

with Hebrew speakers on topics such as: school and studies, places of residence, daily 

schedule, living environment, food and restaurants. 

● Respect diversity, attitudes and norms, both in social and in business situations, in order 

to develop understanding and understanding for the Israeli society and culture. 

5.4 Course Learning Objectives 

 

By the end of the course learners will be able to:  

● Use verbs and adjectives to qualify nouns, making the correct agreements in gender and 

number.  

● Read and speak in the present tense utilizing the proper pronunciation and intonation.  

● Engage in conversations: provide and obtain information, express feelings and 

emotions, and exchange opinions.  

● Utilize idiomatic expressions in story writing and in oral communication.  

● Present information, concepts, and ideas to an audience of listeners or readers on the 

course topics. 

● Communicate with others in Hebrew and provide personal information about oneself 

and others. 
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● Ask simple questions, and provide relevant answers, in Hebrew about: school and 

studies, places of residence, daily schedule, living environment, cost of living, food and 

restaurants. 

●  Distinguish Israelis and American body language differences in social and business 

situations.  

●   Compare and contrast Israelis’ different religious points of view. 

 

5.5 Course Activities and Assignments  

 

Table 6.   Weekly Course Schedule for Conversational Online Hebrew 

 

Week # Learning Tasks to demonstrate learning  

Week 1 Assignment 1 

In preparation for the first web conference, submit in writing and in recording 

15 questions you would use to get to know a new person in the course. 

Optional (for 5 bonus points): Collect 15 vocabulary words you'll learn every 

week during this term (this will make a total of 150 words during the 10 week 

session). Each word should be written at least three times and the translation of 

each word should be provided also. Submit your vocabulary list in Week 10 for 

5 bonus points. 

This optional assignment is one I highly recommend in order to study the 
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spelling and the meaning of new vocabulary words - repetition and practice is 

the best way you can retain a language!  

Week 2 Assignment 2 

1. Click on the following link and listen to Dana's introduction. 

2. In Hebrew, summarize the content of the interview. Include at least 10 

sentences. 

3. How about your introduction? Submit a one-minute recording in Hebrew 

about your life.  

Web Conference 

 You may use the questions you prepared from last week. 

Week 3 Discussion Board: 

Implementing Design Thinking (Empathize, Define): Share a reflection about 

your past foreign language learning experiences. See details in appendix D-1. 

Assignment 3 

1. Listen to Ethan recap a class reunion as he talks to a classmate who could not 

attend 

2. Transcribe the recorded dialogue in Hebrew 

http://web.stanford.edu/class/hebrew/videoclips/18chapDanaPortrait1.html
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3. Choose between the following two assignments: 

(A) In your own words, describe the main plot, utilizing two idiomatic 

expressions. Submit at least 10 sentences (not phrases). 

(B) Expand upon one of the stories from the recording. Submit at least 10 

sentences (not phrases). 

Web Conference 

Week 4 Discussion Board: 

Implementing Design Thinking (Ideate): Share your learning style and 

strategies and offer a new way to improve your learning. See details in 

appendix D-1. 

Assignment 4:   

1.View one of the following TV commercials (or ְרֹסֶמת  :(פִּ

Phone commercial 

Kosher Hamburger commercial 

Osem Bamba Snack commercial 

Ikea Israeli commercial 

2. List the phone numbers, prices, and the product information in Hebrew. 

3. List the vocabulary words you were able to understand. Use Morfix online 

https://www.youtube.com/watch?v=yhnxqPshRF8
https://www.youtube.com/watch?v=TSqlzome0Kk&index=10&list=PLUhkNArxXgDY_kp6o6wGDm-e0py8R3rRx
https://www.youtube.com/watch?v=WS65ILZncwc
https://www.youtube.com/watch?v=J9x470AIIio&list=PLUhkNArxXgDY_kp6o6wGDm-e0py8R3rRx&index=9
http://www.morfix.co.il/%D7%A2%D7%91%D7%A8%D7%99%D7%AA
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dictionary for translation when needed. 

Web Conference 

Week 5 
Assignment 5:  

1. Listen to the following children’s story, The Turtle's Flute, twice: The first 

time in Hebrew with Hebrew closed captioning, and the second time with 

English subtitles. See details in appendix D-2 

2. Choose 20 words that you did not know the first time you listened to the 

story (with Hebrew closed captioning). Submit a list of these words with their 

translations. 

3. Choose at least 10 words from your list and create a dialogue of 15-30 

sentences. Take your dialogue in any direction you may like; imagination is 

encouraged!  

Web Conference 

Week 6 Assignment 6 

In this weekly module you’ll find an image of fruits and vegetables. See details 

in appendix D-3. 

1. Answer the 5 oral questions 

2. Submit the answers in writing and as an audio recording.  

https://www.youtube.com/watch?v=45dtVQfAXf8
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Web Conference 

Week 7 
Assignment 7 

In this weekly module you’ll find a matching game. The game is timed and can 

be repeated. Once you are satisfied with the time it took you to finish the game, 

take a screen-shot of your score (using the print screen button on your 

keyboard) and submit it by pasting it into your response. See details in 

appendix D-5. 

Web Conference 

Week 8 
Assignment 8 

Learn Hebrew slang with Natalie Portman: 

1. Natalie Portman is going to prepare you for some real-world interactions in 

Israel. After viewing this video, choose 3 to 5 slang words or phrases she used. 

Practice the way that they are pronounced before sharing your selected words 

as an audio recording on the designated discussion board. 

2. For the Think part of this assignment, choose between the following two 

written deliverables: 

(A) Write five sentences using some of the slang you learned from the 

video. 

(B) Write a story using as many of the slang words as you can. 

3. In the Dig Deeper part of the assignment, search for additional Hebrew slang 

words. Share them on the discussion board in writing (with translations); 

upload recorded audio of these words as well. 

https://en.educaplay.com/en/learningresources/2401041/matching_hebrew.htm
https://ed.ted.com/on/2NZSPzoS
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4. In the discussion section, you are asked to reflect on the importance of 

knowing slang. You may answer in English or in Hebrew. See details in 

appendix D-6. 

 

Web Conference 

Week 9 Discussion Board: Furniture: Show and Tell  

1. Post an image of one piece of furniture you have in your house on the 

discussion board. Choose an item with a story behind it. 

2. Talk about it in Hebrew: What is it? What color is it? Where is it in the 

house? How/Where did you get it? Do you like it? Why or why not? Post your 

furniture monologue as a video or an audio response on the discussion board. 

4. Listen to other entries and comment on two other posts in Hebrew. Your 

comments may be in text, audio, or video format. You can ask further questions 

about the item or provide feedback about what they shared. See details in 

appendix D-4. 

Web Conference 

Week 10 Discussion Board: Choose one of the following options: 

Option 1: Music Exploration.  

Throughout the term you heard one song weekly.  

1. Explore Jewish music on your own (examples of music: Sephardic, 

Ashkenazi, Mizrahi, biblical, rap, rock, jazz, etc.). Provide some links to 

information that you found to be interesting or was new to you.  Take it in any 
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direction you may like. 

2. Find one Israeli song you enjoyed and share (attach or embed)  the video on 

the designated discussion board. 

3. Provide the name of the artist and a short biography about his/her life.  

4. Reflect on the music, song, topic, etc in English.  List 5 new words you 

learned from the song and provide their translation. 

Option 2: An American in Israel 

Read Tips for Doing Business in Israel and The Israeli Culture Guide. In 

English, write about three everyday situations in Israel that should be culturally 

considered and properly understood to avoid miscommunication in social and 

business situations. Share your reflections in the discussion board and comment 

on two of your classmates’ posts. 

Web Conference 

Finals Week Capstone:  

Watch one of the videos about Jewish holidays (or attend a Jewish celebration), 

and then interview a Hebrew speaker about the holiday. Share your takeaways 

from the interview and video/event in an audio or video recording on the 

discussion board. Next, write a reflection in English about what you learned 

during this assignment, and comment on two of your classmates’ posts. 

  

http://shironet.mako.co.il/
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Chapter 6  Conclusions, Implications and Future Research 

 

 

“...People see language as it's all about conjugation table and 

declension table and grammar exercises, so because of that people see 

it as boring….but instead you'll have to show them that if you learn the 

language then you can talk to people from all over the world, you'll 

have an access to this culture, that culture and all of these rich histories 

and then,... They will actually want to learn the language because they 

don't see the language as a monolithic amount of grammar, 

complicated vocabulary - they just see the language as a tool for 

communicating with other people” (Connor, 2016). 

 

The purpose of this case study has sought to provide an understanding of the difficulties 

learners have experienced in learning foreign languages. One of the aims of this study, within the 

realm of this purpose, was to find new ways to improve the learning and teaching methods in my 

own online Hebrew courses offered through OSU’s Ecampus. Teachers have a tendency to 

match their teaching style to their personal learning style and to their own cultural orientation. As 

Bennett (1986) notes, it is important to understand and acknowledge other ways of learning and 

teaching, and other cultures, to increase the likelihood of reaching a larger population of 

students.  

Fundamental to the framework of Design Thinking is creativity. In general, the purpose 

of Design Thinking is to reevaluate the classic design cycle activities of “creating” or “making:” 

those of which are typically performed by the producer (the architect, artist, product manager, or 

teacher). Instead, the users of the “product” are allowed to participate in the process of designing 

and producing. There are three potential outcomes of Design Thinking: (1) to improve an 

existing product; (2) to innovate by making a twist or a change to an existing product or method; 

and (3) to invent a new product that has never before existed (Sander, 2012). 
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Choosing Design Thinking as a framework to understand the difficulties learners have in 

learning a foreign language fits with my own teaching philosophy and the social constructivism 

conceptual framework of this study. If we want to solve difficult problems, we need to involve 

the learners: listen to them, and allow them to suggest ways to solve the difficulties. Indeed, the 

participants’ personal experiences, which included their past mistakes, provided the basis for 

their suggested learning activities and tools presented in this report.  

 In the first two phases of this study, Empathize and Define, each of the eleven 

participants described the way they felt in a past learning environment when learning was not 

conducive. Adjectives such as “frustrating,” “boring,” “horrible,” “terrible,” “challenging,” 

“demanding,” “painful,” “strict,” “fearful,” and “anxious” were used to describe unsuccessful 

learning experiences by the eleven participants. Even when the general learning experience was 

positive and was described as “pleasurable,” “fun,” “interesting,” or “joyful,” all participants 

were able to pinpoint in the second phase of Design Thinking, Define, a specific area they did 

not enjoy or felt that they needed improvement in in their formal learning environment. 

Responses in these two phases of Empathize and Define demonstrated that self-perception of 

parental support in the learning process, and intrinsic motivation, are two factors that contributed 

to participants’ effective learning; these factors were also positive predictors to the success of 

these individuals in the foreign language classroom. Another finding of this study indicated the 

teaching methodologies that hindered their learning: excessive concentration on grammar, 

translation, pronunciation, and vocabulary; and a lack of speech activity in the learning 

environment. These methodologies were found to be taken into consideration by the participants 

when they decided whether they would continue to learn the target language or not. 
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Another finding of this study demonstrated that the most instrumental learning conditions 

that helped participants retain the language were contributed to playful environments in which 

the instructor's personality was described as “positive,” “energetic,” “enthusiastic,” “empathic,” 

“caring,” and “knowledgeable.”  

In addition to their practice of speaking the language while abroad, each participant who 

had experienced a study abroad program recommended doing so  as a positive and effective 

strategy to ensure understanding, empathy, enthusiasm and positive feelings towards the target 

country and its culture. The remainder of the participants who had not studied abroad all stated 

that they wished it was available and affordable for all learners.  

The above findings are not new phenomena in the literature. What is unique about these 

findings, however, is that the participants were motivated and eager to share their reflections 

with the hope to improve the teaching and learning approaches and methodologies of foreign 

language learning.   

In the third phase, the Ideate phase, participants were encouraged to use their imagination 

and their creativity to find solutions to their problems. This is a phase in which it was observed 

that the participants felt more comfortable to laugh and share their ideas in a safe environment. 

This relaxed interaction was due to a sense of my familiarity with their background and their 

personal experiences. Relating the questions to the participant’s perceptions, and implying that 

there was no right or wrong answer, and stressing that there were no financial limits to the 

suggestions they provided reduced the participants’ perception of limitations and encouraged the 

generation of creative, innovative and pragmatic solutions.  

Participants of this study provided areas in which instructors could improve to increase 

the sense of community and cooperation in learning environments; suggestions focused on the 
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and development of speech communication within an online environment. Some participants 

offered advice that can be utilized by all foreign language instructors; advice  such as: not to 

correct mistakes while speaking the target language; to give clear instructions and to provide 

sufficient guidance and meaningful feedback; and to give students more autonomy. Some advice 

was provided that will be helpful to instructors working specifically within online learning 

environments - such as: to provide opportunities to speak the target language in online classes by 

using activities that require verbal speech, creativity, problem solving, engagement, and 

relevance to learners’ everyday lives; to offer opportunities to collaborate and communicate with 

other students via social media such as Facebook; to provide synchronous communication 

features such as Skype or web conferences; and to utilize Whatsapp, Epal, inverted assignments, 

interactive verbal video discussion boards, peer-to peer-work, and movies with closed 

captioning.  

Based on the interviews and supported by the literature, there is a need for teachers to 

learn how to integrate speaking the target language into reading and writing skills. Further, 

instructors must engage in critical dialogue to understand how to teach the target language 

communicatively - not only in a face to face classroom, but (especially) within online 

environments. As discussed in Chapter two of this study, there is a growing trend of online 

learning - up to 300 percent as the Ecampus data indicated - where synchronous communication 

is more limited. The research suggests that offering an array of strategies, and multiple options to 

reach the objectives and outcomes of each lesson, has the potential to reach a larger demographic 

of students.  

People learn differently, and for different reasons, as the field of adult education 

indicates; therefore, there is a need to offer a large variety of tools and technologies to help 
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learners reach specific goals. It is important that instructors realize that learning strategies are not 

fixed, but rather can change according to the kind of activity it is. With the use of 21st century 

technology, online settings have the potential to be more individualized and student-centered, 

and with less of a focus on mass education. The teacher can therefore become more of a 

facilitator: one who can utilize the Design Thinking process implemented in this study within 

any teaching environment. As in this study, the Design Thinking framework, supported with an 

andragogy and social constructivism approach, can be utilized to encourage motivation, 

creativity, problem-solving, engagement, reflection, collaboration, and to add relevance to 

content.  

Worldwide, the power of the English language is growing because of globalization; more 

people in the world with formal education have been using English to communicate at an 

international scale. Top-level diplomats, international communications, global businesses, the 

media, and pop culture, also use English worldwide. Promoting foreign language learning in the 

US will expand its potential for positive international affairs, will strengthen transnational 

studies, will solidify cultural diplomacy, and will enhance our nation’s cultural sensitivity. 

Foreign language learning can also improve international access to a larger pool of people in 

disciplines such as sociology, anthropology, education, foreign commerce, international law, and 

most other disciplines. It can also help the US remain competitive in the changing global 

economy, increase the nation’s productivity, and provide alternative and additional career 

opportunities to learners (Flaherty 2017; ASA 2012).  

Historically, foreign language learning has not been supported in the United States - 

neither ideologically nor in practice. Instead of aspiring to have a monolingual society, 

multiculturalism should be embraced: multiculturalism, in which cultural diversity, diverse 
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perspectives, and the personal voices of learners are honored and valued  (Merriam, Bierema 

2014). Understanding a language goes beyond the literal meaning of the word or the proper use 

of the grammar. Increasing the sensitivity to a large range of repertoires will result in bringing 

together people with different backgrounds, with different communicative scripts, with non-

standard mixed languages, and with different scales of knowledge. This exposure to diversity 

offers learners a better chance to develop creativity and openness, and provides them with an 

understanding that a less than “perfect” knowledge of the language’s vocabulary, grammar, or 

accent, for example is acceptable and expected (Blommaert, 2015). As Blommaert suggests, 

communities of practice can emphasize shared activities, genres, and relationships to maintain 

social, religious, cultural, economic and political practices - all of which can lead to improved 

learning environments (2015).  

Design Thinking can be utilized to improve online foreign language learning, to 

emphasize understanding through empathy, and to help people feel that problems can be 

solvable. Online foreign language learning can enrich our lives; it can change a learner’s sense of 

boundaries; it can create a more open, accepting, multicultural learning environment; and it can 

shift perspectives to value all languages in linguistically heterogeneous societies. The inevitable 

transition our nation faces toward the legitimization of linguistic pluralism may even be 

expedited through online learning.  

Overall, the eleven participants enjoyed the process of Design Thinking. Scott (2016) was 

pleased to know that there is a general recognition of the problems associated with the current 

methods: “...  it's nice to know that I'm not alone on my end, with thinking that maybe I'm the 

issue, things could be just better. Right? So I guess in that way it is just nice to know that.” 

Jeremy (2016) indicated that he enjoyed talking about his learning experience because often 
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there is little opportunity for feedback in learning settings themselves; he also enjoyed the 

opportunity to delve into a little further his own understanding of that experience: 

 “ I think that part of the reason why I came here for this interview at all 

was kind of a reminder for me, of what I had experienced.  The unique 

aspects, that certainly I was privileged enough to enjoy; but also to take 

those memories, and that process of learning a language in a short 

amount of time that I had acquired - and to dissect that a bit, to go 

deeper, into a ‘what core element of that experience was significant to 

me and remains significant to me,’ that still shapes the way that I learn a 

language. or shaped the way that I speak the language now…” 

 

Jeremy concluded that Design Thinking can help instructors structure their material with 

a better understanding of how to maximize the benefits of the course: Design Thinking can help 

instructors investigate what the students are willing to participate in, and can help instructors 

develop a better understanding of how to outline the parameters of a successful language 

learning environment.  

The participants were able to look back at their childhood and to speculate on their 

childhood or teenage years; recalling these memories gave them an opportunity to reflect on their 

own learning and reflect about why these ways and conditions were most valuable to them. With 

a space to express their opinions, the participants could feel validated and valued.  My own 

participation in this study expanded my perspectives beyond applied linguistics; it added new 

concrete ideas to language course design, supported by adult education approaches, theories and 

principles. As a result, I gained insights into how people learn, their needs, their aspirations, and 

how to increase the student's level of performance and make education more meaningful to their 

lives.  The outcome of this study is pragmatic, as each person has a unique interpretation of the 

world. These diverse perspectives helped me understand some reasons learners have difficulties 
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learning a foreign language. I found new ways and new ideas to implement them in my Hebrew 

courses online, with the help of the participants at Oregon State University. 

The framework of Design Thinking could be applied to future studies in several 

applications. For example, a future study could investigate the suggestions of a group of 

participants, rather than individual participants, to generate additional views and possibly greater 

solutions. Brainstorming in groups of two to three people, for example, has the advantage of 

participants “feeding” from each other’s ideas and possibly generating grander ideas. In addition, 

Design Thinking can be applied to a specific population enrolled in a specific course (of any 

domain) to gather solutions to solve specific, relevant problems of the course itself. As there are 

over 3,000 Web 2.0 tools available, and some additional Web 3.0 tools in the periphery, it could 

also be effective to apply this study to participants who are more familiar with the more 

advanced learning technologies available, such as virtual reality or wearable technology. 

Participants’ prior knowledge of these cutting-edge technologies could help in the development 

of additional tools utilizing the newest technology to teach a foreign language (or any other 

subject) in new ways.  

Facilitators of online learning must become proactive learners themselves, by taking the 

necessary steps to incorporate effective instructional technologies and online learning 

methodologies into their current routines. Incorporating past teaching experiences (including the 

methods and tools proven to be impactful) with new learning technologies and facilitation 

approaches can fulfill particular needs. These needs may encompass learning a language to 

expand an individual’s prospects in the global job market, fulfill a professional requirement, or 

simply to learn a new language for personal growth. In meeting any of these needs, learning a 

foreign language will expand a learner’s worldview. To increase the motivation of students, a 
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consideration of their interests and goals is necessary. As such, facilitators must challenge the 

popular image of foreign language learning as a mess of conjugation tables, declension tables, 

and grammar exercises; learning a foreign language must instead be seen as a dynamic and 

exciting beautiful mess of opportunities to better understand the world we live in and contribute 

to. This shift in perception will require facilitators to collaborate with learners, to share their role 

of “creator” with the users of the application, and together arrange imagination and creativity 

into a mosaic of meaningful and relevant lifelong learning.  
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Appendix B  Participants’ Foreign Languages Speaking Level Guidelines 

                                 According to ACTFL 

 

ACTFL (American Council on the Teaching of Foreign Languages) Oral Proficiency 

guidelines taken adapted from their site:   

Speaking--Novice 

The Novice level is characterized by the ability to communicate minimally with learned material. 

Speaking--Intermediate 

The Intermediate level is characterized by the speaker's ability to: 

● create with the language by combining and recombining learned elements, though primarily in a reactive 

mode 

● initiate, minimally sustain, and close in a simple way basic communicative tasks 

● Ask and answer questions. 

Speaking--Advanced 

The Advanced level is characterized by the speaker's ability to: 

● converse in a clearly participatory fashion 

● initiate, sustain, and bring to closure a wide variety of communicative tasks, including those that require 

an increased ability to convey meaning with diverse language strategies due to a complication or an 

unforeseen turn of events 

● satisfy the requirements of school and work situations, and 

● Narrate and describe with paragraph-length connected discourse. 

Speaking--Superior 

Distinguishing characteristics 

The Superior level is characterized by the speaker's ability to: 

● participate effectively in most formal and informal conversations on practical, social, professional, and 

abstract topics 

● support opinions and hypothesize using native-like discourse strategies 

Participants’ Foreign languages speaking level adapted by the author from ACTFL  
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Appendix C  Interview Protocol 

 

Basic information: 

1.      Where and when were you born? 

2.      What is your parents’ country of origin? (If in the USA skip to Q8) 

3.      Did you visit your parents’ country of origin?  When? How was it? 

4.      What languages did/do your parents know? 

5.      When, where and to whom did your parents speak in their language of origin? 

6.      What language did they speak to each other? 

7.      Do you remember anything that your parents said about the languages? 

  

Childhood/Languages/New Ideas through Design Thinking Model: 

8.      Where did you grow up? 

9.      What is the first language you spoke? 

10.  What other languages did you hear or speak as a child? When did you hear/use each 

language? 

11.  In what languages did you speak with your grandparents, parents and siblings and for what 

purposes?  (Skip if English) 
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12.  Who was your best friend when you were growing and what languages did you speak 

together?  (Skip if English) 

13.  What ethnic groups lived in your neighborhood? 

14.  How would you describe the relationship between different groups in your neighborhood? 

15.  Did your family attend any synagogues/Churches/Temples when you were a child? What 

kind did they attend?  

16.   How about you? Did you join them? When? 

17.  Did your parents read Hebrew or/and any other languages? (Skip if English) 

18.  Did they ever speak in or/and any other languages? (Skip if English) 

19.  Where do you live now? 

20.  In what language do you speak to your family? (Skip if English) 

21.  Where did you grow up? 

22.  What languages do you speak? 

23.  Did you learn any foreign languages in the past? 

24.  How old were you when you learned a foreign language? 

25.  How long did you learn a foreign language? Where was it? 

26.  How did you learn reading, writing, speaking and vocabulary of the foreign language? 

27.  How was the experience for you? 
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28.  What kind of environment did you have in the classroom? How would you describe it? 

29.  How was the teacher? Was she a native speaker? 

30.  What kind of activities did your teacher do with the students to learn the foreign language? 

31.  Let us imagine that you are the person who is going to teach English to somebody who does 

not speak English.  How would you do it differently? Assume that you have unlimited amount of 

resources. 

32.  How would you implement the same idea with a different language? How would you do 

that? 

33.  Ok, so now that we have all this technology available to us. Do you see how that technology 

can help us?  Can you see another way that we can use it for learning a foreign language? 

34.  What would be an ideal situation? How could we do that? 

35.  How is it working? 

36.  What did you think about this series of questions? Was it helpful for you  to think about 

ideas? 

37.  What were the elements you liked or disliked in this process we call Design Thinking? 

38.  Was it beneficial for you? How so? 

39.  What did you find helpful in this process?  
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Appendix D  Detailed Course Assignments 

 

Appendix D-1 

 

Week 3, 4: Implementing Design Thinking (Empathize, Define, Ideate) on a Discussion Board 

Context: In this discussion board students are asked to watch a short video that explains what 

Design Thinking is. They are then asked to answer the questions outlined below.  

Skills reinforced: Community Building, reflection. 

Assignment: 

1. Look back at a time where you felt you could not “get it” when learning a foreign language in 

a face-to-face and/or in an online environment. Perhaps it did not matter how much you tried to 

learn the foreign language, you just could not internalize the information. Describe the 

experience(s) and the difficulty you had.  

2. What were the key issues?  

3. What kinds of emotions did you experience? 

4. What made the problem hard to solve? 

 

Figure D-1: An example of the first phase of Design Thinking  

on the discussion board in a Hebrew course. Photograph 

 Taken by the author. March, 2017.  
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Week 4: Design Thinking via Discussion Board 

Context: Students are asked to share their best strategies and tricks to learn a foreign language 

and address the wicked problem they described in the prior week in the Empathize and Define 

stage. In addition, they are asked to brainstorm for possible solutions to their wicked problems.  

Skills reinforced: This discussion helps students voice their concerns and helps the instructor to 

identify problems that are not addressed in the course. It also helps students feel that their 

concerns are not “unique” to them only and can encourage them to look for ways to address 

them.  
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Appendix D-2 

 

Week 5:  Text-to-Speech Example Activity 

Context:  Students are asked to listen to a children's story with subtitles. The words are 

highlighted as they are being read in the recording. 

Skills reinforced: Defining words; vocabulary development; listening; creative writing;   

 

Figure D-2: An example of learning a children story with subtitles. The words are highlighted as they are 

being read in the recording. Name of the story “Turtle’s Flute” by Book.Box.com.  

Assignment:  

1. Listen to the following children’s story, The Turtle's Flute, twice: The first time in Hebrew 

with Hebrew closed captioning, and the second time with English subtitles.  

2. Choose 20 words that you did not know the first time you listened to the story (with Hebrew 

closed captioning). Submit a list of these words with their translations. 

3. Choose at least 10 words from your list and create a dialogue of 15-30 sentences. Take your 

dialogue in any direction you may like; imagination is encouraged!  

  

https://www.youtube.com/watch?v=45dtVQfAXf8
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Appendix D-3 

 

Week 6: Auditory Directions Activity 

Context: Students are asked to listen to these oral instructions in Hebrew about the above picture. 

Skills reinforced: Listening comprehension; answering questions; vocabulary development; 

writing; pronunciation; verbal speech   

 
      Figure D-3:  Fruits and vegetables for using in an audio activity. 

                            Photograph taken by the author on July 2017. 

 

 

Assignment: 

1. List the name of the fruits and vegetable you see in this picture? 

2. What fruits can you see in the fruit salad and in the vegetable salad? 

3. What color is the watermelon? Kiwi? Tomatoes 

4. What do you like in your fruit salad?  

Submit your answers in writing and as an audio file. 
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Appendix D-4     

    

Week 9:  Encouraging Verbal Speech through Video Postings 

Context: Students are asked to show and tell an item with a story behind it. 

Skills reinforced: Interactive learning; listening comprehension; answering questions; vocabulary 

development; pronunciation; verbal speech; community development 

 
                          Figure D-4: Example of an item for a “show and tell” activity 

             Via the discussion board. Photograph taken by the author on March, 2017. 

Assignment: 

1. Post an image of one piece of furniture you have in your house on the discussion board. 

Choose an item with a story behind it. 

2. Talk about it in Hebrew: What is it? What color is it? Where is it in the house? How/Where 

did you get it? Do you like it? Why or why not? Post your furniture monologue as a video or an 

audio response on the discussion board. 

4. Listen to other entries and comment on two other posts in Hebrew. Your comments may be in 

text, audio, or video format. You can ask further questions about the item or provide feedback 

about what they shared.  
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Appendix D-5  

 

Week 7:  Using Phone Apps and Games for a Playful Language Learning Experience 

Context: In this matching interactive Educaplay application, students are asked to match 

vocabulary, images or phrases in Hebrew to English. Fun games, practice and repetition are 

important when learning a foreign language.  

Skills reinforced: Vocabulary and phrases development or recall; speed; practice; repetition. 

 

 

Figure D-5:  In this interactive online Educaplay game, learners were asked to match the vocabulary and 

phrases in Hebrew to English. Game development and Photograph taken by the author. March, 2017.  
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Appendix D-6 

 

Week 8: Inverted or Flipped Learning Methodology For Active Learning   

Context: Ted Talk offers a free application that you can use to download any video you can and 

use it for inverted classrooms. Here, Natalie Portman, who is a heritage Hebrew speaker, is 

helping teach Hebrew Slang. 

Skills Reinforced: Speech communication; listening comprehension; colloquial Hebrew. Some 

students indicated that making the learning relevant to everyday colloquial life is very important 

and this is a good example of one way to implement this idea. 

  

Figure D-6: “Natalie Portman Teaches You Hebrew Slang.” Recorded by Vanity Fair. Released in 6     

February 2017, vanity fair video. 

  

Assignment: 

1. Natalie Portman is going to prepare you for some real-world interactions in Israel. After 

viewing this video, choose 3 to 5 slang words or phrases she used. Practice the way that they are 

pronounced before sharing your selected words as an audio recording on the designated 

discussion board. 



131 
 

2. For the Think part of this assignment, choose between the following two written deliverables: 

(A)Write five sentences using some of the slang you learned from the video. 

(B)Write a story using as many of the slang words as you can. 

3. In the Dig Deeper part of the assignment, search for additional Hebrew slang words. Share 

them on the discussion board in writing (with translations); upload recorded audio of these words 

as well. 

4. In the discussion section, you are asked to reflect on the importance of knowing slang. You 

may answer in English or in Hebrew  
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