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Resumen

Implementing virtual field experiences for online language learning 
has long been recommended as part of an early English language 
teachers’ preparation, by authors like Compton (2009) and more re-
cently Ottenbreit-Leftwich et al. (2018). �is article reports a case 
study whose general objective was to obtain theoretical and practical 
experience elements, for the design and implementation of a didactic 
sequence for online teaching of English as a foreign language (EFL), 
B1 level in a course hosted in Moodle. A preliminary research cycle, 
where a group of experts in online learning was interviewed (n=11), 
helped a pre-service teacher to do further documentary research to 
learn about the concept of instructional design. �e result was de-
signing and implementing a didactic sequence for a university En-
glish language course following David Merrill’s Model of instruction-
al design. �is way the pre-service language teacher identi�ed and 
practiced the necessary knowledge and basic skills for online language 
learning and teaching via Moodle, as well as the interactions and roles 
that were promoted. Finally, awareness was also raised about the need 
of incorporating content and activities that better account for the 
needs posed by di�erent ability levels in the classroom.  

Keywords: Experiential learning, Online learning, Instructional de-
sign, David Merrill Model, EFL.
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Resumen

La implementación de experiencias de práctica para la enseñanza de 

lenguas en línea ha sido recomendada desde hace tiempo como parte 

de la formación temprana de los docentes de inglés, por autores como 

Compton (2009), y en años recientes por Ottenbreit-Leftwich et al. 

(2018). Este artículo reporta un estudio de caso cuyo objetivo general 

fue obtener elementos teóricos y de experiencia práctica, para el diseño 

e implementación de una secuencia didáctica para la enseñanza en línea 

del inglés como lengua extranjera (EFL), nivel B1 en un curso alojado en 

Moodle. Un ciclo de investigación preliminar, donde un grupo de exper-

tos en enseñanza en línea fue entrevistado (n=11), ayudó a un docente 

en formación a documentarse sobre el concepto de diseño instruccional. 

El resultado fue el diseñar e implementar una secuencia didáctica para 

un curso universitario de inglés, siguiendo el Modelo de David Merrill. 

De esta manera, el docente en formación identi�có los conocimientos y 

habilidades necesarios para la enseñanza en línea en Moodle, así como 

las interacciones y roles que se promovieron. Finalmente, también se creó 

conciencia de la necesidad de incorporar contenido y actividades para 

mejor atender los diferentes niveles de habilidad en el aula. 

Palabras clave: aprendizaje experiencial, aprendizaje en línea, diseño in-

struccional, Modelo de David Merril, ELE

Resumo

A implementação de experiências práticas para o ensino de línguas online 

há muito é recomendada como parte da formação inicial de professores 

de inglês, por autores como Compton (2009), e nos últimos anos por 

Ottenbreit-Leftwich et al. (2018). Este artigo relata um estudo de caso 

cujo objetivo geral foi obter elementos teóricos e experiência prática, para 

a concepção e implementação de uma sequência didática para o ensino 

online de Inglês como Língua Estrangeira (EFL), nível B1 em um curso 

hospedado no Moodle. . Um ciclo de pesquisa preliminar, onde foi en-

trevistado um grupo de especialistas em ensino online (n=11), ajudou um 

professor em formação a documentar o conceito de design instrucional. 

O resultado foi projetar e implementar uma sequência didática para um 

curso universitário de inglês, seguindo o Modelo de David Merrill. Desta 

forma, o professor estagiário identi�cou os conhecimentos e competên-

cias necessários para o ensino online no Moodle, bem como as interações 

e papéis que foram promovidos. Por �m, também foi conscientizada a 

necessidade de incorporar conteúdos e atividades para melhor atender os 

diferentes níveis de habilidade em sala de aula.

Palavras-chave: aprendizagem experiencial, aprendizagem online, de-

sign instrucional, David Merrill Model, EFL
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I. Introduction

English language teacher preparation programs have long focused on 
enabling pre-service teachers with the necessary knowledge and skills 
for the planning, implementation and evaluation of learning activities 
that aim at developing di�erent competences and types of knowledge, 
and the context for these has been mainly through in-classroom prac-
tices. Compton (2009) had already argued that teacher preparation 
requires of new teaching skills that are suitable for online learning; 
however, counting with the appropriate conceptual and methodologi-
cal frameworks as well as the tools to mediate the training processes 
for online teaching and learning is also vital. 

�e pandemic of COVID, unveiled and brought to the front-
line the long-standing need of enabling teachers with the knowledge, 
skills, and disposition for embarking on online teaching and learning. 
However, authors like Beaven et al. (2010), Ottenbreit-Leftwich et al. 
(2018), Valera-Ordorica and Valenzuela-Gonzáles (2020) had already 
pointed out to the lack of resources such as infrastructure (hardware 
and software), the lack of time and support for using the di�erent 
digital learning tools, the lack of  teachers’ knowledge and skills for 
online teaching-learning (planning, implementation and assessment), 
the lack of self-con�dence  for using technology, and certain beliefs 
and attitudes towards the technology, as barriers for the use of it in 
the teaching and learning of several subjects. �ese observations need 
to consider that, context dependent, a mismatch between teacher’s 
and students’ online learning skills may also be found, which has both 
a positive and a negative e�ect. In the positive one, e�ective learning 
can be enhanced by the teacher’s use of resources for online learning 
and in the negative one, the students may not meet their expectations 
and they may feel demotivated by a poor online learning environment.

In relation with  the observed limited use of technology by 
beginning in service teachers in their courses and classrooms, Tonduer 
et al. (2016) and later Ottenbreit-Leftwich et al. (2018) had argued 
that authentic experiences and internships during teacher education 
programs are desirable and of value, because they in�uence beginning 
teachers’ uses of technology, and in the long term, teachers who had 
had early encounters with the integration of technology for learning 
may use it subsequently more frequently and in more diverse ways. 
�us, the bene�ts of early teaching experiences are not only at gaining 
knowledge and developing speci�c skills for online language teaching, 
but also at the level of increasing teachers’ con�dence for supporting 
students’ language learning in this type of learning environments. Re-
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garding language teachers, it has been speci�cally recommended to 
improve the state of their preparedness by: 

a) developing online language teaching skills through exis-
ting courses; b) developing online teaching skills at di�erent levels of 
expertise and responsibilities for di�erent roles; c) revamping existing 
technology training; and d) implementing early virtual field experien-
ces and virtual practicum. (Comptom, 2009, p. 92-95)

�is requires moving towards a curriculum with a view of 
teachers’ preparation based on experiences that bring together both 
theoretical and practical learning. As it will be shown, another va-
luable source of �rst-hand information and knowledge for pre-servi-
ce language teachers, is getting in touch with communities of online 
learning experts, who constitute a group of specialists willing to learn 
from each other by sharing their knowledge, points of view and ex-
periences with others (Compton, 2009; Ottenbreit-Leftwich et al., 
2018). �ese communities of specialists, who are also teachers with 
high levels of knowledge and skills, can be considered as sources of 
knowledge which pre-service and novice teachers can bene�t from, by 
interacting with them to obtain information about their experiences 
with online learning, speci�c topics, resources, etc.

So, this paper reports a case study where a pre-service tea-
cher, enrolled in a BA Program in Teaching Languages, practices the 
design and implementation of an instructional sequence for English 
language learning (B1 level), in a course hosted in the virtual platform 
Moodle. �e general objective was to provide this pre-service tea-
cher with the opportunity to start developing teachers’ knowledge and 
basic skills for online language learning in a principled manner in a 
Moodle program. �e speci�c objectives were a) to identify basic and 
important information that constitutes speci�c knowledge and skills 
for online learning such as theories, processes, and tools from experts 
and related bibliography and b) to design and implement an online 
language learning sequence for English in Moodle (EFL). �e related 
research questions are: What do pre-service language teachers need 
to know to teach in online courses and with online activities? How to 
facilitate the development of knowledge and skills for online learning 
in the pre-service English language teachers to better support the stu-
dents’ development of the Communicative Competence?

II. Method

A case study with an experiential component developed in 3 phases 
(see table.1).  �is design provided the context for the pre-service tea-
cher to experience the use of Moodle and resources there, as well as 
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for the practical application of the theory (Compton, 2009; Hoven, 
2007).

II.I  An Inductive Investigative Process

Phase 1 An induc-

tive investigative 

process

Phase 2 Preparation of the 

experiential component

Phase 3 Experiential com-

ponent

Interview guideline 

preparation

Quest within a ex-

perts’ community 

N=11

Interviews’ analysis 

for categories iden-

ti�cation

Literature review that inves-

tigated on the category ‘in-

structional design’.

Design of a didactic se-

quence following David 

Merrill’s instructional De-

sign

Implementation and eval-

uation: an online learn-

ing sequence in Moodle, 

based on David Merrill’s 

Model for online learning 

of EFL (B1 level), in a BA 

Program for Language 

Teaching

II.I.I Participants

A group of specialists in online teaching based in Mexico (2 male 
and 9 female, 32-55 years old with mid-to high levels of training and 
expertise), participated in the phase 1 in the case study. �e specialists 
hold quali�cations such as BA in Pedagogy and Psychology; Diploma 
in Online Learning; MA and PhD in Educational Psychology, Scien-
ce Methodology and in Virtual Learning Environments. Most of the-
se experts teach about and have experience in the planning, design, 
implementation, and evaluation of learning, for high school to uni-
versity levels at both private and public institutions, in virtual learning 
environments. �ey were sampled through the ‘snowball’ technique 
(Gri�e, 2012; Hernández Sampieri, Fernández Collado, Baptista Lu-
cio, 2006). For the phase 3, an in-service teacher and the pre-service 
teacher (male, 23 years old, L1 Spanish, English as a Foreign Langua-
ge-B2 level) collaborated in setting the learning objectives, topic, the 
content, and the timing for the implementation of the sequence that 
was designed. Finally, data for the evaluation of the practical compo-
nent was obtained from a group of undergraduate students (L1 Spa-
nish; EFL course B1 level, n =23; ages 21-37 years old) and from the 
pre-service teacher own re�ections on the experience.

II.I.II Instruments and data analysis
A semi-structured interview (24 questions) that inquired 

about the experts’ knowledge, insights, opinions, and experiences 
about online teaching and learning. All interviews took place during 
the month of August, 2018; all conversations (30-75 min long) were 
in Spanish and were recorded after permission was granted. �is re-
sulted in a corpus of 10 transcriptions for further open codi�cation 
and categories identi�cation-reduction with the help of a data ma-
trix (Gri�e, 2012; Hernández Sampieri, Fernández Collado, Baptista 
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Lucio, 2006). Also, the pre-service teacher kept a log and administe-
red an ad-hoc questionnaire to evaluate the activities in the practical 
component. 

II.I.III Categories identi�cation

Fig. 1 shows the 4 main categories that were identi�ed from the ex-
pert’s corpus, with their corresponding subcategories. From those 
categories, the one of ‘instructional design’ was deemed as the focus 
for deeper investigation in the literature review in Phase 2, due to 
the importance and the frequency of mentions that the experts’ group 
granted to it; also, subcategories like teacher and students’ role, acti-
vities, evaluation of learning and the course, motivation and digital 
skills were of interest.

Figure.1 Categories and subcategories in the experts’ corpus; our own source

 As a salient construct in the interviews, ‘instructional design’ 
was de�ned as: 

�e methodological tool that allows an educator or a peda-
gogue or an educational psychologist to select the contents and to 
adequate these to the technology mediated language (…) the instruc-
tional design allows to establish the communication that you will have 
with other disciplines, which will be of support for the development 
of the contents, which in turn will be uploaded in the platform, with 
graphic design and programming. (…) it allows you to mediate be-
tween the user and the technology and the content, the conceptuali-
zation of a project. (M. García, personal communication, August 13, 
2018). 

�is de�nition also implies that not only teachers, but tutors, 
the instructional designer and technical support sta�, may be invol-
ved in the design of the learning activities and their implementation 
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in online courses.  One more expert focused on the student-centered 
approach of instructional design: 

A group of strategies and techniques and ways to approach 
educational elements that, brie�y, will allow you to organize contents, 
resources, in an e�cient, very precise way, to provide the student with 
much more independence and autonomy, because the attention is 
paid not so much to the teacher’s �gure but to the teacher-student 
interaction, to the interaction between those two agents, and to the 
resources that can be used for acquiring knowledge, to develop skills, 
to encourage attitudes that are related with the �eld of knowledge. (A. 
Flores, personal communication, August 13, 2018)

In this regard, Siemens also considers that in instructional de-
sign, it is the process whereby learning, not technology, is kept at the 
center of online learning. Besides being student centered, theories of 
learning underlie instructional design: “(…) there’s instructional de-
sign with a behaviorist emphasis (…) with a cognitive emphasis and 
(…) with both a social and cognitive emphasis where the student is 
capable or learning with others too”. (F. Palma, personal communica-
tion, August 14, 2018). From these interviews too, the following steps 
and elements of instructional design were identi�ed: “1) planning the 
objectives, contents, time, selecting the Model of instructional design; 
2) designing the sequence of activities, selecting materials, internet, 
and multimedia; 3) piloting; 4) evaluating learning and the course” (A. 
Flores, personal communication, August 13, 2018).  So, instructional 
design is both a methodological tool and a process which comprises 
di�erent phases like the analysis, design, development, implementa-
tion, and evaluation of all the instruction and learner activities (Ar-
shavskiy, 2014; Patiño and Martínez Cantú, 2019; Siemens, 2002).

�e importance of instructional design for online, distance 
and blended learning, also known as mixed or hybrid courses, with a 
range of types like rotation, �ex, self-blend, and the enriched-virtual 
courses (Alammary, et al., 2014; Bliuc et al., 2007; Staker and Horn, 
2012) was illustrated in one of the interviews, with a comment where 
elements of instructional design are lacking in a language course:

English was terrible, these were only texts that had been 
uploaded and the only thing that had been asked the students to do 
was, as such, to answer to some questions, which were in Spanish; 
that had nothing to do with the instructional design and they were 
not learning English at all, really, they were taking English I and II. 
As time passed and the next generations arrived, really, a course was 
designed where students had to interact, where students had to do 
exercises, a course where they even had to record themselves in an 
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audio �le, they had to produce short videos that had to be uploaded; 
that already required other type of activities and they also learnt the 
grammar rules (…) (P. Hernández, personal communication, August 
16, 2018).

According to Comptom (2009, p.83-86), online language 
teacher skills fall into 3 broad categories: technology in online lan-
guage teaching, pedagogy of online language teaching and evaluation 
of online language teaching. �ese represent a continuum of expertise 
which pre-service and in-service teachers fall into at some point in 
their professional development: novice, pro�cient and expert. �us, 
within the novice level of the Pedagogy of online teaching skills, the 
following types of knowledge are included: knowledge of curriculum 
design frameworks for online language learning, knowledge of stra-
tegies to facilitate communicative competence and online interaction, 
knowledge on language learning theories for online language learning 
and knowledge of strategies for online language assessment.  As it 
stands, instructional design as a construct includes all the elements re-
lated to the pedagogy of online language teaching as well as knowle-
dge of technological skills and of evaluation.  A language teacher 
plays the role of both teacher and instructional designer in Compton’s 
(2009) framework; also, authors like Garrison et al. (2000) consider 
that the design of the educational experience which includes the se-
lection, organization, and primary presentation of course content, as 
well as the design and development of learning activities and assess-
ment, is the teacher’s responsibility. However, the role of instructional 
designer in distance learning programs is also taken by a sole person 
who communicates and collaborates with the teacher, the expert in 
the content, to design the learning activities and their impact in terms 
of learning results for an online course (Arshavskiy, 2014; Patiño and 
Martínez Cantú; 2019, Salas Soto, 2018).

II.II Preparation of the Experiential Component 
II.II. I David Merrill’s Model of instructional design

A literature review looked up at the de�nitions and types of ins-
tructional design. So, authors like Arshavskiy (2014), Merrill (2002) 
and Siemens (2002) identify di�erent Models for instructional de-
sign: Flipped classroom/instruction, David Merrill’s Model, ADDIE 
(Analysis, Design, Development, Implementation, Evaluation), Five 
E Model (Engage, Explore, Explain, Elaborate, Evaluate), among 
others. For the experiential phase, David Merrill’s (2002) Model was 
used by the pre-service teacher since its principles are compatible with 
the principles underlying other instructional designs, but mainly, with 
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approaches for languages learning like the task-based learning and 
problem solving (Merrill, 2002; Reigeluth, 2012). Brie�y, Merrill’s 
Model is based on �ve principles of general cognitive learning and 
four phases (Merrill, 2002, p.45-51):

1. Learning is promoted when learners are engaged in solving 
real-world problems.

2. Learning is promoted when existing knowledge is activated 
as a foundation for new knowledge.

3. Learning is promoted when new knowledge is demonstra-
ted to the learner.

4. Learning is promoted when new knowledge is applied by 
the learner.

5. Learning is promoted when new knowledge is integrated 
into the learner’s world.

According to Merrill, the 4 phases for this problem-solving 
based instructional design are: (1) activation of prior experience, by 
linking previous experience and knowledge with the current learning 
task; in this phase the interaction with other learners is an e�ective 
strategy for discussing and preparing for the new learning material; 
(2) demonstration of skills or showing how new information ─con-
tent and operations─ is used and applied to solve the initial problem 
by providing examples/counterexamples, processes, expected beha-
viour; (3) application of skills, by practicing the new learning content, 
the operations and actions through interactions and exercises like 
recalling or recognizing information, locating, naming, describing, 
identifying new examples, doing a procedure, predicting a consequen-
ce of a process given conditions, or �nding faulted conditions given an 
unexpected consequence. Students then are provided with feedback 
and coaching, and �nally, (4) integration of these skills into real-world 
activity, where students perform successfully in a more complex task, 
where re�ection and creation are ways to both defend and use the new 
knowledge or skill. 

According to Merrill (2002), from the beginning motivation 
is driven by the problem and tasks themselves; however, Rourke et al. 
(1999) argue that maintaining the interest in the online learning acti-
vities requires from an instructional design that includes activities for 
promoting online social presence or “the ability of learners to project 
themselves socially and a�ectively into a community of inquiry” (qtd. 
in Topchyan, 2016, p.647). �is encompasses emotional expression, 
emotions, open communication, risk-free expression, group cohesion, 
encouraging collaboration (Garrison et al., 2000). In the interviews 
an expert explained: 
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(…) Anderson talks of a social presence. He says that online 
teaching has a social presence, a cognitive presence, and a teaching 
presence, not a teachers’ presence but a teaching presence (…) where 
your classmates or you can play that role (…); social presence is lived 
when students send each other’s messages, or when they send the tea-
cher messages; the teacher must make himself socially present throu-
gh technology (…), so resources should be available for students to 
communicate with each other (S. Delgado, personal communication, 
August 14, 2018)

�is social presence is part of the pedagogy of online langua-
ge teaching, which involves knowledge of strategies for online com-
munity building and socialization (Compton, 2009). As mentioned 
before, part of the pedagogical knowledge for online language tea-
ching is the knowledge of strategies to facilitate communicative com-
petence and online interaction (Compton, 2009). Some of these basic 
teaching strategies and activities, are project and problem-based lear-
ning, cases, collaborative activities, debates, readings, concept maps, 
quizzes, the use of multimedia, blogs, chats, forums, wiki, and with 
video calls (Beaven et al., 2010; Sharma and Barney, 2007; Shula-
mit and Yossi, 2011; Siemens, 2002; Stanley, 2013; Vásquez Cano and 
Martín Monje, 2014). All these resources support individual and co-
llaborative learning, synchronous and asynchronous communication, 
and interaction; hence, these can be used to develop communicative 
competence and online interaction while creating and maintaining 
the social presence and motivation for learning.

II.II.II Planning and designing the instructional sequence

�is experience was situated in a Mexican public university that o�ers 
a BA program in Teaching Languages. In the program English is tau-
ght in both the full-time sessions (Monday through Friday) and in 
the part-time modality (Saturday), 90 min sessions, respectively, for 8 
semesters. At this stage, the pre-service teacher was already familiar 
with the theoretical basis of Merrill’s Model (Merrill, 2002; Reigelu-
th, 2012) and from looking at an example of how instructional design 
was used for other online courses (Meza et al., 2016). As mentioned 
before, an in-service teacher and the pre-service teacher collaborated 
in setting the learning objectives, topic, the content, and the timing 
for the implementation of the didactic sequence to be designed. �is 
was done with institutional permission, as the study is part of the 
pre-service teacher’s undergraduate research project, and all students 
in the course were informed of the activities that were done. �e de-
sign was for an English course B1 level (n =23 students; L1 Spanish, 
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ages 21-37 years old, with little experience in using Moodle, but fami-
liar with internet and social networks.). �e observation of the course 
activities in Moodle suggested that it was being used as a repository 
of PDF �les with some language exercises. Table 2 shows an example 
of the instructional sequence with Merrill’s Model to be worked by 
students within a week period:

Table 2. An instructional sequence with Merrill ’s Model

Situation presentation:

Preparing for a discussion about the �nancial problems that a�ect University stu-

dents, where the language focus is on discussing personal �nances, the expression 

of regrets, advice, and focusing the students’ attention on the use of forms like wish 

statements (past tense) and vocabulary related with �nances.

Phase Activity Objective

Activation Forum with a situation and 

4 questions as prompts: 

students read and provid-

ed ideas (their own and in 

response to others’) on the 

following: So�a, in a con-

versation with friends, ex-

presses her concern about 

the need of preparing ide-

as and arguments for an 

in-classroom discussion on 

youth �nance problems. 

To activate previous knowl-

edge/experiences through 

the presentation of a situa-

tion that requires students 

to provide ideas, remember 

vocabulary and focus on 

grammar in preparation for 

an oral production activity 

(group discussion) on stu-

dents’ �nance needs or prob-

lems.

Demonstration A comparison chart and a 

link to a video in YouTube 

to study the explanation 

on the grammar forms and 

their meanings. 

To show the content: forms, 

meaning, use, sound, texts, 

etc. needed to perform in 

that communicative situa-

tion: expressing regrets, and 

their implied meaning (wish 

statement and past regrets).
Application A Moodle questionnaire to 

assess the use of the learned 

grammar structure:

-Matching the form with 

the implied meaning

-Choosing a verb and pro-

viding its conjugation (cor-

rect tense) to convey the 

indicated meaning.

-Sentence transformation

into wish statements.

To practice the form, its 

meaning, and its use. 

To assess the use and com-

prehension of the learned 

grammar structure. 

To identify errors and to 

provide feedback.
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Integration -Writing a text where a sim-

ilar experience is described 

for the expression of regrets.

-In-classroom role plays 

implemented by the ex-

pert-teacher with the stu-

dents. 

-Debate

To show in written form the 

mastery of the expression of 

regrets about a past situation.

To stage situations where the 

students talked about similar 

problems

 
 
III. Results

III. I Experiential Component

First, students considered that the activities in the platform promo-
ted their participation and interaction during the whole sequence 
(Forum, quiz with exercises, video, see Fig. 2 below). �e forum was 
a space to write their ideas and appreciated having asynchronous ac-
cess to the activities and materials with explanations; they too became 
aware of some of the possibilities for collaboration and interaction 
available in Moodle (Aikina and Boulsunovskaya, 2020; Pérez et al., 
2010; Arteaga Sánchez and Duarte Hueros, 2010). �e less skilled 
students resorted to the pre-service teacher and their classmates to get 
support. So, receiving previous training or technical support is needed 
as this in�uences the perceived ease of use and usefulness of resources 
in Moodle (Aikina and Boulsunovskaya, 2020; Pérez et al., 2010; Ar-
teaga Sánchez and Duarte Hueros, 2010).

�e pre-service student expressed during one supervision of 
the design of the sequence (see �g. 2) that “… thinking on the activi-
ties and purpose for each phase in Merrill’s Model, these represented 
a move away from instructional sequences such as the Presentation- 
Practice- Production taught to and known by pre-service language 
teachers” (R. Contreras, personal communication, July 10, 2019).  In 
fact, the P-P-P instructional sequence (Woodward, 2001), is di�erent 
to Merrill’s Model the context that the initial situation presents helps 
them see a purpose for language use (forms and their meaning, as well 
as vocabulary) use. Also, in his teaching log author wrote about a sen-
se of control on the activities-design and mentioned that: “… creating 
my own quizzes instead of using an online quiz helped me to get real 
practice, 1st time practice, in using the activities in Moodle and in 
following a speci�c Model of Instructional design” (Author, personal 
communication, September 10, 2019). 

 He noticed that “it also required to think on a way to con-
textualize forms and their meaning, as well as the vocabulary for the 
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intended use” (R. Contreras, personal communication, September 10, 
2019). �e pre-service teacher re�ected and identi�ed the double role 
that he played: instructional designer and tutor. As instructional de-
signer, the task was identifying the type of activities that would help 
students to attain the learning objectives in each of the phases in the 
instructional Model. In evaluating the outcomes, he wrote: “in the 
forum discussion, students provided their ideas, but the interaction 
wasn’t bidirectional, in the sense that students seemed not to take into 
consideration each other’s’ ideas, as expected”.  (R. Contreras, personal 
communication, September 10, 2019). As tutor, the pre-service tea-
cher answered students’ questions about the content of the activities 
and on the use of Moodle (see �g. 2); along this process he also knew 
of the activity logs that the system produced, which allowed him to 
assess better the use of the resources he had included in the sequence: 
seen material, responded activities, access time, score graphs. For ins-
tance, both the score graphs and students’ feedback on a questionnaire 
to evaluate the sequence, suggested that the activities were rather easy 
to answer, for example, 18 students (80%) obtained a score 7 out of 10 
points in the quiz. For the students also, the materials and activities 
in the platform allowed them to better manage their time to study, 
since access to these resources was possible remotely and at di�erent 
times. �ese have been identi�ed as the advantages of Moodle for 
facilitating following students’ progress, providing feedback and for 
the tutoring that accompanies teaching (Aikina and Boulsunovskaya, 
2020; Pérez et. al., 2010; Arteaga Sánchez and Duarte Hueros, 2010).

IV. Discussion and Conclusions

Among the aspects to improve are the pre-service teacher’s obser-
vation on the type of participation in the forum discussion: students 
provided their ideas, but the interaction was not bidirectional since 
students seemed not to take into consideration each other’s ideas. �is 
was related to their lack of experience in forum participation and inte-
raction. As noted by the supervisor, the activities, initially lacked ma-
terials for building on new vocabulary related with the situation; so, 
the inclusion of more multimedia resources is recommended (Sharma 
and Barney, 2007; Stanley, 2013; Vásquez Cano and Martín Mon-
je, 2014), where content related with the initial situation is provided. 
Also, di�erentiating the activities and materials for multilevel courses 
was an outcome of the evaluation as more complex tasks for students 
with higher language skills was also evident, for example, writing a 
short opinion letter, reading newspaper articles, and discussing their 
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content, creating a dialogue or recording in video their own conversa-
tions or discussions. 

Finally, this �rst hands-on experience designing sequences for 
online courses in Moodle, with David’s Merrill instructional design, 
provided the pre-service teacher with an opportunity to know and 
experience what teaching in online courses takes and involves, in ter-
ms of technical, pedagogical, and evaluation knowledge and skills. So, 
controlled experiences like this, may help pre-service teachers to build 
their self-e�cacy as future in-service language teachers using online 
learning resources, because they are able to try and implement new 
ways of facilitating language study and learning with ICT resources 
and activities like in Moodle, while observing and receiving feedback, 
before proceeding into further practice (Compton, 2009; Ottenbre-
it-Leftwich et al., 2018; Van Dinter et al., 2011). �is requires, howe-
ver, that in-service teachers too be open to and show disposition to 
share their knowledge as expert teachers, to support and co-work in 
the practice/practicum with the pre-service teachers- in their role of 
designer-tutor-, and in allowing the incorporation of technology re-
sources for educational purposes in their teaching.

To conclude, the case study with the experiential component 
reported here allowed the communication with a group of specialists 
in online teaching and learning whose contributions-knowledge and 
experiences- provided a pre-service teacher with information for fur-
ther documentary investigation, genuine motivation, and self-con�-
dence for this type of practicum. �is way, the pre-service language 
teacher applied some basic pedagogical knowledge and skills for onli-
ne teaching while playing the role of both designer and tutor. Among 
the speci�c skills that are required for online language teaching, and 
that future designs need to consider are the following: principles of 
instructional design, activities for multilevel groups, the integration of 
language skills, as well as promoting online interaction for knowledge 
sharing. Finally, teacher education programs could bene�t and provi-
de pre-service teachers with a microteaching opportunity where they 
teach their peers a technology-enhanced lessons, this way, developing 
online teaching digital skills are fostered among pre-service language 
teachers.
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