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Abstract
Digital technologies in our everyday lives provide varied possibilities for language learning,
which has created a need to develop the practices of language teacher education as well. This study
aims to shed light on what is going on when preservice teachers (PSTs) are learning to design for
language learning projects in hybrid environments. The study is situated in an intersection of
applied language studies, sociocultural-ecological language pedagogy and technology.
The research setting is provided by a university course where PSTs design and carry out an
online language learning project. The course objective is to provide new perspectives on language,
language learning and the pedagogical use of digital technologies.
Nexus analysis is used to answer the following research questions: 1) How is nexus analysis
suited for studying pedagogical change? 2) How do future language teachers learn to manage
complex pedagogical situations? 3) How do future language teachers’ professional vision and
agency emerge in the joint activities and sensemaking? The research materials include video
recordings of the participants’ work during the course project; materials accumulated in online
platforms, including discussion posts, chat logs, planning documents, images and designed
learning activities; emails; PSTs’ reflection papers; and observations by the researchers.
The findings can be summarised as follows: The design-driven process with hands-on work
functions as a site for PSTs to practice collaborative, multimodal action and fluid shifts of
attention, and to engage in negotiation for meanings. Collaboration and sensemaking are
facilitated by the emergence of a balanced interaction order in the team between the PSTs and the
teacher. PSTs draw on their peers’ and teachers’ support in the skilful management of complex,
pedagogical events in hybrid space. PSTs actions and interactions related to the design process and
the in-situ orchestration of learning events reveal competing perspectives on language learning
and teaching. Pedagogical change and its challenges become visible in the relationship between
the PSTs’ situated action and discourses of longer trajectories in language teacher education.
The research suggests that design-driven approaches and nexus analysis could be utilised in
language teacher education to support the emergence of professional vision and agency.

Keywords: change, complexity, design-driven learning, digitalisation, language
teaching, multimodality, nexus analysis, teacher education

Tumelius, Riikka, Tulevat kieltenopettajat suunnittelemassa kielenoppimista
hybrideissä ympäristöissä.
Oulun yliopiston tutkijakoulu; Oulun yliopisto, Humanistinen tiedekunta
Acta Univ. Oul. B 198, 2022
Oulun yliopisto, PL 8000, 90014 Oulun yliopisto

Tiivistelmä
Digitaaliset teknologiat laajentavat arjen kielenoppimisen mahdollisuuksia, minkä vuoksi on tarpeen kehittää myös kieltenopettajien koulutuksen käytänteitä. Tämä tutkimus selvittää, mitä
tapahtuu, kun tulevat kieltenopettajat opettelevat suunnittelemaan kielenoppimista hybrideissä
ympäristöissä. Tutkimuksessa risteävät soveltava kielentutkimus, sosiokulttuuris-ekologinen kielipedagogiikka ja teknologiantutkimus.
Väitöskirja tarkastelee yliopistokurssia, jossa kieltenopettajaopiskelijat suunnittelevat ja
toteuttavat verkkovälitteisen kielenoppimisprojektin. Kurssin tavoite on antaa uusia näkökulmia
kieleen, kielenoppimiseen ja digitaalisten teknologioiden pedagogiseen käyttöön.
Neksusanalyysin avulla vastataan seuraaviin tutkimuskysymyksiin: 1) Miten neksusanalyysi
soveltuu pedagogisen muutoksen tutkimiseen? 2) Miten tulevat kieltenopettajat opettelevat organisoimaan monimutkaisia pedagogisia tilanteita? 3) Miten tulevien kieltenopettajien ammatillinen näkemys ja toimijuus kehittyvät yhteistoiminnassa ja merkitysneuvotteluissa? Tutkimusaineistoon kuuluu videoita osallistujien toiminnasta; verkkoympäristöjen materiaaleja kuten keskustelulistoja, chat-lokeja, suunnitteludokumentteja, kuvia ja suunniteltuja oppimistehtäviä; sähköposteja; opiskelijoiden reflektiokirjoitelmia ja tutkijoiden havainnot toiminnasta.
Tutkimustulokset osoittavat, että kurssin designvetoinen, teoriaa ja käytäntöä yhdistävä prosessi antaa mahdollisuuden harjoitella yhteistoiminnallista, multimodaalista toimintaa ja nopeaa
huomion suuntaamista sekä alustan merkitysneuvotteluille. Toiminnassa syntyvä tasapainoinen
vuorovaikutusjärjestys tukee yhteistoimintaa ja merkitysneuvotteluja opiskelijoiden ja kurssin
opettajan välillä. Opiskelijat hallitsevat taitavasti hybridissä tilassa syntyviä monimutkaisia
pedagogisia tapahtumia ja hyödyntävät siinä toistensa ja opettajien tukea. Opiskelijoiden toiminta ja vuorovaikutus suunnittelutyössä ja oppimistapahtumien hallinnoinnissa tuovat esiin keskenään kilpailevia näkemyksiä kielenoppimisesta ja opettamisesta. Pedagoginen muutos ja sen
haasteet näkyvät opiskelijoiden hetkellisen toiminnan ja kieltenopettajakoulutuksen laajempien
diskurssien välisessä suhteessa.
Tutkimus osoittaa designvetoisen toiminnan ja neksusanalyysin tarjoumat ammatillisen näkemyksen ja toimijuuden tukemiselle ja tutkimukselle kieltenopettajien koulutuksessa ja täydennyskoulutuksessa.

Asiasanat: desingvetoinen oppiminen, digitalisaatio, kieltenopetus, kompleksisuus,
multimodaalisuus, muutos, neksusanalyysi, opettajankoulutus
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1

Introduction

This doctoral thesis explores a design-driven way to organise language teacher
education. The research provides new perspectives for preservice teachers to
appropriate the use of new technologies in designing for language learning. From
the perspective of a modern language teacher, the possibilities of digital
technologies, such as mobile technologies, social media and educational online
environments, seem plentiful. However, it can be challenging to determine which
digital tools are suited for the pedagogical aims of the activities and the people
participating in the activities. Recent research even suggests that a lack of suitable
training is preventing teachers from appropriating the pedagogical use of new
technologies (Fominykh et al., 2021).
Research and development related to the pedagogical use of technologies in
language teaching cannot only focus on creating and testing various digital
materials and activities, or on transferring practices from the language classroom
into hybrid spaces that merge the physical and digital into sociomaterial
assemblages (Ryberg et al., 2018; Pischetola, 2021). Although novel ways of
thinking and developing the teaching profession are required (Buchanan, 2015;
Golombek & Johnson, 2017), the gap between pedagogical thinking and the use of
technology often seems to be too wide for language teachers in their designs of
teaching (Hilden, 2020, p. 17).
This doctoral research aims to shed light on the nature of designing and
orchestrating language learning and teaching in hybrid spaces by means of nexus
analysis. The research setting for the present study is a university course for future
language teachers which aims to promote their expertise in the pedagogical use of
technologies in language learning. The university course takes on a project-based
approach where the university students, future language teachers, design and carry
out a language learning project. The findings of the research have relevance for
language teacher education and for research on the use of technology in language
teaching and language pedagogy in hybrid environments more broadly.
1.1

Rationale

Digitalisation has transformed everyday life for many of us, and language teachers
are using new technologies to a varied extent in schools. Teachers’ backgrounds in
the use of digital technologies vary and there are many teachers who do not have
experience in online language teaching (Moser et al., 2021; Stickler et al., 2020).
19

Even though student teachers may be skilful users of diverse media and
technologies in their own spheres of life they do not necessarily see the connection
between those technologies in the context of language teaching (Taghizadeh &
Yourdshahi, 2019; Kruskopf et al., 2020). Given the opportunity for hands-on
experience of designing and putting into practice online language learning with real
participants, language students seem more confident in seeing the pedagogical use
of technologies as part of their own professional career as language teachers in
future (Jeong, 2017).
However, the practices of formal language education, i.e., teaching at school,
are slow to change (e.g., Luukka et al., 2008; Riekki, 2016; Sahlberg, 2020; Taalas,
2005), and the integration of the pedagogical use of technologies in language
teaching and teacher education is still at a modest level (Colpaert & Gijsen, 2017;
Cutrim Schmid & Hegelheimer, 2014; Jalkanen, 2015; Karamifar et al., 2019). As
an institution, school can take on a conservative view on knowledge where teaching
is centred on textbooks, written exercises, and written examinations (Luukka et al.,
2008; Scardamalia & Bereiter, 2006, 2014). Nevertheless, digitalisation changes
our interaction practices and provides easy access to information, thus challenging
our accustomed ways of considering the role of the teacher, languages, and
language learning in our everyday lives. Before the COVID-19 pandemic, there
were many teachers who did not actively make use of digital technologies for
language learning or were not satisfied with their level of experience in using ICT
(Information and Computer Technologies) for language teaching, and expressed a
need for more training (e.g., Finnish National Agency for Education, 2021;
Fominykh et al., 2021; Niemi et al., 2013; Taalas et al., 2011). The rapid transition
to emergency distant teaching during the COVID-19 pandemic further highlighted
the heterogeneous digital backgrounds of teachers and their need for training and
support (e.g., Harsch et al., 2021; Moser et al., 2021; Stickler et al., 2020).
The changing environment calls for developing pedagogical practices from
new perspectives to providing teachers with capabilities to cope with complex
situations and uncertainty (MacIntyre et al., 2020). It is important to develop
pedagogical practices of teacher education that allow for joint negotiations between
the students and the teacher for them to assess and remould learning processes
(Kuure et al., 2002) and promote teacher agency (e.g., Ashton, 2022) Approaches
giving emphasis on the sociocultural nature of language and language use
(Kramsch, 2002; Lave & Wenger, 1991; van Lier, 2000, 2002) provide the basis for
designing learning for change in this thesis.
20

The concept of hybridity can be used to characterise our everyday life infused
with ubiquitous technologies (Ryberg et al., 2018). For example, we can access
different communities and online materials merely by reaching for a mobile phone
from a pocket. The awareness of being able to interact with people or access
information anywhere and anytime has changed the ways we conduct our everyday
life and how we view the world and the possibilities it offers for us. As language
learners and language users, we can utilise online resources to translate single
words or longer texts, or we can participate in discussions with people using diverse
languages. In fact, the events online merge together with the so-called offline
actions, creating a hybrid space.
The research of this present study is set in Finland which belongs to those
countries in the forefront of digitalisation and which invests strongly in developing
the digital skills of its citizens (European Commission, 2021, pp. 3–4). However,
the level of infrastructure and the use of ICT varies between municipalities and
even schools within municipalities (Tanhua-Piiroinen et al., 2019, 2020).
Educational authorities in Finland have for long been promoting a higher level of
integration of technologies in education and schools have been given resources to
renew their practices which create unequal possibilities for children to learn the use
of ICT (Finnish National Agency for Education, 2021; Tanhua-Piiroinen et al.,
2019, 2020). The most recent Finnish National Curriculum for Basic Education
(Finnish National Board of Education, 2016) highlights the multifaceted role of
modern technologies in our everyday life and how it should be considered in
education.
Considering school life, pupils can have access to numerous digital spaces and
an infinite amount of information in their pockets, but they do not have an inborn
ability to act safely and sensibly in different environments or to manage and
evaluate all the information. Neither do teachers have innate capabilities for using
digital technologies in a pedagogically sound way; training is required to support
them in gaining these new skills. Recent research invites language teacher
education to better prepare teachers in using technologies in pedagogically
informed ways and even envisions new futures for the teaching profession
(Gillespie, 2020; Guichon & Hauck, 2011; Hubbard, 2008; Kessler, 2018; Levy et
al., 2015; Sun, 2017). Sensitivity and flexibility are required from language
teachers to become active agents in utilising digital tools and working in the current
environment of rapid change (Ashton, 2022; Moate & Ruohotie-Lyhty, 2014;
Ruohotie-Lyhty & Moate, 2016). More research is required to gain a better
understanding of the complex, multimodal interaction of teachers guiding online
21

learning and actions in technology-mediated educational settings (Guichon &
Wigham, 2016; Sun, 2017; Wang et al., 2010). Even though the rapid development
of new technologies has been acknowledged in the educational field, teacher
education could emphasise these new possibilities more strongly than presently and
also include envisioning new futures with preservice teachers (Colpaert & Gijsen,
2017; Guichon, 2009; Karamifar et al., 2019). Research has shown that hands-on
experience is an efficient way of building necessary skills (Stickler et al., 2020).
Experiences in appropriating different working methods and implementing new
technologies during the years in teacher education provide tools for future teachers
to manage change in their future working life.
1.2

Aims and objectives

This doctoral thesis aims to shed light on what is going on when learning to design
for language learning in the hybrid environments of our technology-rich world. The
research focuses on preservice teachers who participate in an advanced-level
university course on language learning and technologies at a Finnish university.
The project-based course has been run regularly from the early 2000s onwards with
the aim of contributing to change in language pedagogies by providing university
students interested in becoming language teachers with hands-on experience in
designing for language learning in technology-mediated environments. Each
course implementation is different as the participating university students design
and carry out a unique language learning project. Several studies have been
conducted from different course implementations to explore a variety of aspects
related to the university course (see also Koivistoinen & Kuure, 2010).
In Finland, language teacher education is based on five-year university studies
providing bachelor’s and master’s degrees. Teaching qualifications are usually
gained by completing pedagogical studies for subject teachers as part of their
degree studies. Pedagogical studies include courses in educational sciences,
didactics and school practice and are designed to provide general expertise and
qualifications in teaching. Thus, the pedagogical studies for subject teachers do not
have a specific emphasis on using technologies in language learning but the
pedagogical use of technologies is often considered on a more general level.
Most, but not all, of the university students who take the course are future
language teachers and have already taken pedagogical studies for subject teachers.
The course also attracts university students becoming different kinds of language
professionals. Such students wish to gain an understanding of language learning
22

and language pedagogies as many can vision a future in working with learning
technologies or game industry, for example. The varied interests provide a fruitful
set-up for collaboration on designing the learning projects. For the purposes of this
study, the analysis focused on the interactions of the future language teachers and
their designs for language learning.
This study utilises nexus analysis, a change-oriented research strategy, as the
aim of research is to promote change in the practices of language teaching and
language teacher education (Scollon & Scollon, 2004). Nexus analysis derives from
the theoretical framework of mediated discourse theory (Scollon, 1998, 2001a,
2001b; Wertsch, 1998). This framework is suitable for examining language learning
from a sociocultural perspective as a complex phenomenon emerging in
meaningful interaction (Kramsch, 2002; Kramsch & Whiteside, 2008; van Lier,
2000). The study conceptualises language teaching as designing language learning
and examines a setting where a design-driven approach has been integrated in
language teacher education. The research setting enables the investigation of
emerging professional vision and agency of preservice teachers when they
participate in a design-driven university course. In the course, they gain hands-on
experience of designing an online language learning project for children who are
studying English as a foreign language.
The aim of this summary part of the thesis is to concisely present the research
conducted and its theoretical framework. In Chapter 2, I will synthesise relevant
previous research on the key topics on the sociocultural approach to language
learning taken in the research. Then, Chapter 3 will present the theoretical
framework for the study, mediated discourse theory, which allows for the study of
learning as meaningful interaction from the sociocultural perspective. This is
followed by Chapter 4, which will present the use of the nexus analysis as a
research strategy and the practical realisation of research. Chapter 5 provides a
synopsis of the research conducted and published as peer reviewed articles. The
chapter will also expand the analysis by presenting some aspects of the research
process that have not been discussed in detail in the original publications. Chapter
6 will discuss the findings of the sub-studies and take a broader look on the
implications of the research. Finally, Chapter 7 will present the final conclusions of
the study and possible avenues for future research.
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2

Approaching learning and teaching as
meaningful social action in hybrid
environments

This chapter will introduce the key concepts of the study starting with describing
the ecological, sociocultural perspectives on language, learning and interaction
which provide the foundation for the research of this thesis.
2.1

Ecological and sociocultural perspectives on language and
learning

This study leans on the ecological approach to language and language learning (e.g.,
Kramsch 2002, 2008; Kramsch & Whiteside, 2008; Pennycook, 2004; van Lier,
2000, 2004, 2010; Vygotsky, 1987; Wertsch, 1998). Language and language
learning are seen as complex phenomena (Larsen-Freeman, 2002; Kramsch, 2002;
van Lier, 2000). The ecological approach considers language arising from situated
semiotic activity and emphasises the importance of relations between social actors
and the environment (van Lier 2000, 2004; Lave & Wenger, 1991). Accordingly,
the ecological, sociocultural framework makes it possible to study language and
learning as social action and interaction. As van Lier (2000) argues, it is essential
to consider the environment of the learner and especially the learner’s relationship
to the environment when attempting to gain an understanding of the complexity of
language learning.
Language learning is seen to emerge in meaningful interaction and thus
teaching languages is seen as creating affordances, i.e., potential opportunities, to
use language and to work with language in varied ways. As the ecological and
sociocultural perspectives entail, examining language learning as taking place in
meaningful interaction does not exclude internal cognitive processes or emotions
from learning (van Lier, 2000). Though an individual’s personal characteristics
carry relevance in how they participate in social interaction, we are not able to draw
direct conclusions of a person’s capabilities or character based on how the person
acts. As language users and language learners, we always act in relation to our
environment and other participants (van Lier, 2000). Investigating interaction can
shed light on how we use language, what kinds of issues emerge as relevant in
action, and how we make sense of the tasks at hand.
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The environment, which is socially constructed and thus in constant change,
affects how we act, what is possible or what the constraints are for our actions (van
Lier, 2000). We act within the limits of the space around us and the resources
available for interaction. The surrounding world where the language is used should
not be seen only as a static context, but rather as dynamically linked in the
interaction itself. For example, this can be in the form of different artefacts, the
layout of space, the physical activities of people, but also in more abstract ways in
the form of different discourses circulating the activities (van Lier, 2000; see also
Dufva, 2020). The mediated view on social action and the multimodal view on
language are described in Chapter 3 below.
Affordance is a concept coined by Gibson (1977) and further elaborated in the
field of language learning by van Lier (2000). This present study uses affordance
as referring to potential meanings in the environment and interactional situations.
Affordances are not set qualities or characteristics of the environment, but rather
emerge in the relationship between individuals and the environment. As we interact
with each other and with our surroundings, for example, for the purposes of
problem-solving and meaning-making, affordances emerge, triggering and
enabling language use and language learning. Individuals’ histories affect how the
environment, different artefacts and objects are perceived and utilised in interaction.
When examining language teaching as situated activity, it is important to
acknowledge the local context and its ties to the wider societal framework of
pedagogical culture, national curricula, and other policies. Locally bound
pedagogical activities have their connections with wider socio-political dimensions
of education beyond the national context (Fuchs, 2016; Scollon & Scollon, 2004)
which language teachers need to navigate in their work. The current research
conceptualises these navigational activities as professional vision and agency.
2.2

Professional vision and agency as sociocultural concepts

Professional vision (Goodwin, 1994) and agency (Ahearn, 2001; Edwards, 2007;
Kubanyiova, 2020) are required from a language teacher when designing language
learning in changing environments. Language teacher education aims to develop
preservice teachers’ understanding of language learning and teaching which is
conceptualised as professional vision (Goodwin, 1994) in this thesis. Professional
vision refers to the capability of noticing and seeing with a greater precision, thus
becoming able to interpret what was seen in a more refined manner (Goodwin, 1994;
1995). Situating the concept in the field of language education, Meskill et al. (2020)
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describe the ability to see, professional vision, to emerge in the intersection of the
educator’s knowledge, practice and pedagogical actions. The present study views
professional vision as entailing the aspect of agency, the capacity to act (Ahearn,
2001) as well.
Research has shown that gaining hands-on experience in teaching as well as
deliberate work and feedback are required for developing professional vision
(Pouta et al., 2021). Meskill et al. (2020) take a broader view on professional vision,
and point that discussing and reflecting what is noticed is vital in promoting the
growth of professional vision as it makes it possible to foreground what the
participants have observed and how they understand what they have seen (see also
van Lier, 2000, on the significance of perception in learning). This links to what
Schön (1987) calls reflection-in-action in separation to reflecting actions
afterwards (reflection-on-action, Schön, 1987, p. 26). As part of becoming a
professional practitioner, Schön highlights the need to be able to reflect on what is
being done and make possible changes if necessary in surprising events arising in
action. Collaborative, design-driven action can promote the emergence of
reflection-in-action in teacher education as the students need to engage in sense
making and negotiations in the process (Schön, 1987).
Professional vision plays an important role when the pedagogical situation is
highly complex, as is the case when looking into language learning in hybrid
environments (Meskill et al., 2020). The complexity of the situation means that
there are many possible interpretations to make and as many possibilities to respond
to the situation which can cause uncertainty, especially for someone with little or
no experience of similar settings. Hands-on experience strengthening professional
vision also promotes the preservice teachers’ agency in such complex settings. The
growth of professional agency requires similarly deliberate work on exploring the
relationship between practice and theory (Barahona, 2020; Booth et al., 2017;
Hammerness, 2008; Guichon, 2009; Lindroth, 2015).
As a concept, agency originates form social sciences (e.g., Emirbayer &
Mische, 1998; Giddens, 1984) and has been used widely in different fields with
varying definitions as described in Eteläpelto et al. (2013). This thesis leans on the
understanding of agency as ‘the socioculturally mediated capacity to act’ (Ahearn,
2001, p. 112), meaning that agency emerges in situated action and so is not a
characteristic or competence of an individual (van Lier, 2008). Rather, agency is
accomplished in the relationship between the different actors and the situation at
hand. There is a growing body of research on teacher agency (see, e.g., Ashton,
2022; Kalaja et al., 2016; Kayi-Aydar et al., 2019; Ruohotie-Lyhty & Moate, 2015;
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Tao & Gao, 2021) showing that teachers exercise professional agency for diverse
purposes, in different levels in relation to different stakeholders from individual
and institutional level to the societal level. Agency does not only emerge in the
actions of an individual, but the relational, social and collective nature of language
teacher agency are important aspects to consider in professional development
(Kayi-Aydar et al., 2019; Tao & Gao, 2021). Tao & Gao (2021) propose that
language teachers’ professional agency can be promoted by means of collaborative
work (pp. 37–38).
Recent research on language teacher agency (e.g., Ashton, 2022; Chen, 2022;
Dindar et al., 2021; Harsch et al., 2021; Lavonen & Salmela-Aro, 2022) has also
examined the effects of the COVID-19 pandemic which caused heavy and sudden
changes in the organisation of language education. The emergency situation forced
schools to transfer teaching to online environments, and teachers were required to
start using digital technologies for distant education whether they had earlier
experience and skills or not to adapt to the changed environment. The studies show
that teachers are a heterogeneous group in terms of skills, motivation and
aspirations to use technologies in language learning (e.g., Dindar et al., 2021).
However, a lack of experience was related to an increased stress level (Lavonen &
Salmela-Aro, 2022). Lavonen and Salmela-Aro (2022) suggest that the practices
for collaboration between teachers should be promoted more to provide support for
teachers in changing conditions.
The concept of relational agency (Edwards, 2005, 2007) highlights that agency
is not a capability of an individual but emerges in collaboration and interaction with
others. It is regarded as valuable in becoming a teacher (Edwards, 2007, p. 179).
Accordingly, relational agency can be defined as a capacity to work with others,
ask and offer support, and to negotiate meanings which are important aspects of a
teacher as a reflective practitioner (Edwards, 2007; Kubanyiova, 2020; Schön,
1987). Serving the aims of the current research, relational agency as an aspect of
professional vision provides a conceptual lens to place the analytical focus on the
collaborative action instead of the actions of an individual.
2.3

Design-driven approach to language teaching in hybrid spaces

Design-driven approaches provide tools for dealing with the complexity of
language teaching in technology-rich environments (Reeves & McKenney, 2013;
Özverir et al. 2021). Blommaert and Rampton (2011) use the term superdiversity
(from Vertovec, 2007) to describe our modern living conditions in a world that has
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been shaped by globalization and technologization for decades now. In everyday
life, people are surrounded by abundant possibilities for connecting to other people
regardless of country or language, various languages are present in the media we
consume and the products we buy and even along the streets we walk in
(Blommaert & Backus, 2013; Blommaert & Rampton, 2011). This section
describes conditions for language teaching in hybrid settings and the design-driven
approach to integrating the pedagogical use of digital technologies in language
teacher education.
This study conceptualises the use of digital technologies in language learning
from the perspective of hybrid spaces. Hybrid as a term is used to describe
phenomena that combine separate characteristics into one whole. In this study,
hybridity is used for underscoring the modern conditions where the material and
digital merge together as one, and so the separation in being online and offline is
no longer possible or even relevant. These conditions have also been
conceptualised as postdigital, which emphases that the digital technologies have
become normalised, embedded in our everyday life, and have therefore lost their
curiosity and novelty value (See, e.g., Cascone, 2000; Feenberg, 2019; Jandric et
al., 2018; Taffel, 2016). In addition to the technical perspective, hybridization has
consequences for various other aspects of the organisation of social action in hybrid
spaces. Nørgård (2021) points out that hybridisation facilitates new ways for
interaction, discussion, and collaboration, which can create closer connections
between individuals and institutions. Digital technologies connect different
material spaces, blurring the boundaries between, for example, the private and the
professional, the personal and the institutional, as well as the biological and the
technological.
The effects of hybridity in social action are manifold. Hybrid spaces can be
understood as emerging from sociomaterial assemblages where boundaries of
different spaces and experiences are blurred (Pischetola, 2022). Nørgård (2021)
theorises hybridisation as a dissolution of various dichotomies leading to the
emergence of entangled, complex spaces. Nørgård continues to define hybrid
learning environments as polyphonic, rhizomatic and heterogeneous (Nørgård,
2021) which creates challenges for the educator designing for learning, as well as
for the learner navigating the hybrid environment. The hybrid nature of
environment leads to the emergence of polyfocal attention structures (Jones &
Hafner, 2012) as the individual attends to different aspects of the environment.
As Ryberg et al. (2018) state, there is a need for gaining an understanding of
hybrid spaces and the implications of the hybridity for learning. The present study
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strives away from the dichotomy of being either online or offline which does not
describe the organisation of social action in the current era of digitalisation (Jones
& Hafner, 2012; Ryberg et al., 2018). Although participants in hybrid settings draw
on multiple communication devices and applications as well as semiotic regimes
(e.g., spoken and written), they still maintain the sense of presence through one
channel such as chat in remote business meetings (Oittinen, 2020, p. 94–95; Veyrier,
2015). Participants may engage in collaboration across multiple spaces,
coordinating their actions together through multimodal resources such as gaze,
configuring the use of different modes through different degrees of intensity and
density (Norris, 2004; Pirini, 2014; Tapio, 2019). Navigational acts on the screen
are also enacted multimodally through non-verbal meaning making (Knight et al.,
2020).
Orchestration (Dillenbourg, 2008) is used as a metaphor for organising and
managing complex, pedagogical situations in hybrid environments. Accomplishing
several activities simultaneously or sequentially may also be called multitasking as
in cognitively oriented research (e.g., Jamet et al., 2020), or multiactivity as in the
study of situated interaction (e.g., Haddington et al., 2014; Veyrier, 2015). The
concept of orchestration characterises managing the ongoing activities in a complex
pedagogical situation involving many participants in different locations and the use
of different media for the interaction (Dillenbourg, 2008; Littleton et al., 2012;
Pirini, 2014; Prieto et al., 2014). Orchestration of pedagogical activities requires
also considering the wider framework, such as the overall design and pedagogical
aims, curriculum, educational policies, and infrastructuring of the educational
networks, and how those intersecting discourses come together in the situated
activities (Blin & Jalkanen, 2014; Dillenbourg, 2008; Guichon, 2010; Halkola &
Kuure, 2021). Unexpected situations may emerge in action which require attending
to instantly, while considering the more distant discourses with long-term
trajectories (Dillenbourg, 2008; Guichon, 2010; Hubbard, 2019; Knight et al.,
2020).
The present study applies the notions of teaching as design (Laurillard, 2012)
and problem-based learning (e.g., Christiansen et al., 2013) into language teacher
education. Design-driven approaches to language teaching and the study of
language teaching and learning, have been found useful in contemporary,
superdiverse conditions (Özverir et al, 2021; Reeves & McKenney, 2013). Viewing
teaching as designing for learning emphasises that teachers are active agents in the
practices of teaching. Teachers as designers can build on previous experiences and
on research as they design for learning (Laurillard, 2012).
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The current research is based on the research strategy of nexus analysis which
is participatory in nature and takes on a cyclical manner of doing research. These
qualities make nexus analysis a suitable choice for studying iterative, collaborative
design-driven processes. Although this doctoral research is not design research as
such, the orientation of nexus analysis to promote change bears a similarity to
design-based research (see 4.1). Design research, however, focuses more tightly on
developing a design product via iterations of experimentation and analysis (Collins
et al., 2004). Design-based research is gaining ground in research on the
technologies in language learning and teaching (Özverir et al., 2021; Reeves &
McKenney, 2013). Design principles are employed in varied ways in research as
well as in teaching (Henriksen et al. 2020; Norton & Hathaway, 2015; Özverir et
al., 2021; Ryberg et al., 2015). The design-driven approach is often visible in the
iterative nature conducting research so that the different phases utilise the findings
form earlier ones (Özverir et al., 2021: 326). Özverir et al. (2021) suggest that the
design-driven approach is especially suitable for the study of technology-mediated
language learning and teaching. Design-driven approaches can serve as a
framework to advance the dialogue between theory and practice, as well as to
promote change in working methods towards collaborative action for the benefit of
design processes and professional development (Kuure, 2018; Özverir et al, 2021;
Ryberg et al., 2015; Voogt et al., 2015).
The present research explores the application of the design-driven approach to
language education utilising nexus analysis as a research strategy to gain an
understanding of the complex realities of learning to use digital technologies as a
future language teacher. The main purpose of the research is not to develop a certain
design. What is important and the focus of this study is what the design process
produces: joint negotiation, meaning making, and problem solving. The design
process is treated as a tool with which the preservice teachers are helped to
synchronise their actions and the pupils’ actions, to orchestrate complex
pedagogical action and to produce future-oriented pedagogic design and action.
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3

Mediated view on social action as a
framework

Mediated discourse theory (Scollon, 1998; Scollon, 2001a, 2001b) draws on critical
discourse analysis (Fairclough & Wodak, 1997) and shares the aim to examine and
solve social problems (Scollon, 2001a; Scollon & Scollon, 2004). However,
mediated discourse theory takes mediated, social action in focus, rather than
discourse or language (Scollon, 2001a, p. 140). Thus, mediated discourse theory
allows for the consideration of language learning as meaningful interaction in line
with the sociocultural theory on learning. The mediated view entails that all social
action is carried out via material and symbolic mediational means, cultural tools or
semiotic resources to convey meanings and to interact with each other (Vygotsky,
1978; Wertsch, 1998). These resources include, for example, language, gestures,
facial expressions, music, images, and technologies. Language often carries a
central role in conveying meanings and carrying out interaction, but it is important
to view interaction as a multimodal whole combining diverse resources of the
participants and the environment. Understanding language and language learning
as mediated multimodal phenomena provides a useful framework when designing
for language learning in hybrid environments. The perspective provides analytical
tools in gaining an understanding on how interaction is constructed and what the
role of language is in interaction.
Mediated discourse theory views social action as an intersection of our
historical bodies, interaction orders and discourses in place (Scollon, 1998, 2001a,
2001b). Historical body refers to our past experiences, understandings and
conceptions as well as personal habits or attitudes, which all have an effect on how
we view a situation and how we act. The term suggests that we carry our past with
us, and our bodies can accomplish actions seemingly without being told. The
concept is based on the work of Nishida (1958) and has a connection to Bourdieu’s
(1977) work on habitus as well. Mediated discourse theory uses historical body as
it underlines how an individual carries their memories and experiences in their
bodies (Scollon & Scollon, 2004, p. 13). Interaction order refers to the relationships
between the participants, present in situ but also more distant in terms of time and
place. People behave differently depending on where and with whom they are, for
example, whether we participate in a formal meeting or in a family dinner. The term
originates in Goffman’s work on social interaction (e.g., 1963, 1983). Discourses
in place refers both to physical, material discourses such as the architecture around
us, furniture, material tools and technologies present, as well as more abstract ideas
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and topics for conversation or policies and guidelines guiding social action in
formal situations (Scollon & Scollon, 2004). In discourse studies, the notion of big
‘D’ discourses and small ‘d’ discourses (Gee 1999) is used to underscore the
distinction between broader scale discourses of societal nature, and smaller scale
discourses as language-in-use, i.e., what we say and how we say it. The mediated
view entails that discourse is much more than only language and linguistic features,
and so the broader scale discourses can be traced to the situated social action.
Scollon & Scollon (2004) also use the concept semiotic cycle in reference to
discourse and discourse cycles that circulate social action. Discourses in place have
their own time cycles, and some change more rapidly, like the topics of
conversation, while some change more slowly, like the built environment or
national legislation.
Resemiotisation (Iedema, 2001, 2003) conceptualises how change can be
viewed as the transformation of discourse trajectories. Iedema (2001) describes
how meanings are shifted across semiotic modes as discussions are reported in
planning documents and from there to designs for a building. Resemiotisation can
be seen in the processes of policy making: how the discourses of digitalisation of
education become visible in the guidelines in curricula; how the municipalities and
schools interpret and adapt the requests of furthering digitalisation coming from
the educational authorities; and how teachers put these policy guidelines into
practice in their classrooms. The teachers’ hands-on work with digital technologies
in schools influences policy making as well. The societal discourse of digitalisation
can take new shape as news media report on teaching practice in the digital era or
as official reports are written for the use of decision-making bodies. The concept
of resemiotisation has also been applied to the contexts of learning and professional
development. Koivistoinen et al. (2016) explored how preservice teachers
familiarise themselves with new theoretical perspectives to be used in designing
language learning. They show how the appropriation of new theoretical concepts
required the students to reconsider their old understandings and created change in
how the process transformed the way the students talked about language and
learning, thus making the process of resemiotisation visible.
Practice is a central concept in understanding how the social world functions
from the perspective of mediated discourse theory (Scollon, 2001a, p. 149). Scollon
(2001a) defines practice as a countable noun: practice is something concrete and
specific (p. 149). All mediated actions are seen to consist of multiple practices
which can be discursive or non-discursive, and the practices are linked to others as
well (Scollon, 2001a, pp. 149–150). According to Scollon (2001b, pp. 4–5), the
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uniqueness of a social action is not in the practices or actions themselves as the
different practices can be applied to many situations, but rather in the network, the
combination of the practices, the nexus of practice. Scollon (2001a, p. 150) defines
nexus of practice as “a network of linked practices”. In other words, a nexus of
practice is composed of multiple practices that come together when individuals
interact in a shared space. In the educational setting, examples of the practices in
the language classroom can include reading a text passage, answering a quiz,
searching materials for information, giving a presentation, and so on. Social action
thus arises in the combination of the linking practices and mediational means in use
(Scollon, 2001a, pp. 149–150).
A multimodal perspective on interaction provides a fruitful basis on which to
understand the organisation of the practices and mediational means in use when
examining learning from the sociocultural perspective. The present study leans on
a view on multimodality which derives from socio-semiotic theorising (e.g.,
Halliday, 1973, 1978; Kress & van Leeuwen, 2001; Norris, 2004, 2011, 2013). The
view entails that social action or interaction use different mediational means or
cultural tools to convey meanings (Wertsch, 1998). These mediational means
include language – written, spoken or signed – but also many other means such as
gestures, facial expressions, images, artefacts in our surroundings, music, and many
more. According to Kress & van Leeuwen (2001), the multimodal theory of
communication explores “(1) semiotic resources of communication, the modes and
the media used, and (2) the communicative practices in which these resources are
used” (p. 111). Norris (2004) has further developed the view on multimodality in a
methodological framework of multimodal interaction analysis deriving from
mediated discourse theory. Norris (2013) defines modes as semiotic systems, with
rules and regularities attached to them. The concept of mode provides a useful tool
to understand how social interaction is constructed (Norris, 2013). It is important
to note that modes are not seen as a set category, but what is used as a mode depends
on what emerges relevant in interaction (Kress & van Leeuwen, 2001; Norris,
2013).
The concept of medium is also central to understanding the multimodality of
interaction as Kress and van Leeuwen (2001) point out in their work. As modes are
defined as semiotic systems carrying meaning (or the content), media refer to the
way the content is expressed via different material resources and tools (Kress &
van Leeuwen 2001, pp. 21–22). The media that are used in interaction have an
impact on how the interaction is shaped. To take this into the context of language
learning, activities with similar aims can be carried out in different environments.
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Conversations can be carried out in a discussion forum asynchronously, i.e., where
the participants are not accessing the platform for discussion at the same time, or
synchronously using an online chat tool when the participants access the online
platform simultaneously. The medium used affects interaction, for example, by
setting certain time pressures in a chat discussion compared to the slower pace of
the discussion on an online discussion forum. In these online discussions, content
can be expressed by using various modes which could include, for example, written
text, images or videos depending on what the chosen platform (the medium) allows.
In a hybrid setting, the composition of the modes used can be very complex as the
interaction includes both digital and material spaces (see 2.3).
The mediated view to social action included in mediated discourse and nexus
analysis has been drawn on in various fields related to language studies and
education: change in foreign language teaching and language teacher education
(Riekki, 2016; Koivistoinen, 2015); children’s technology-mediated everyday life
and technology integration in educational contexts (Iivari, et al., 2014, 2020; Kuure
et al., 2020); doctoral education (Aarnikoivu, 2021); endangered and minority
languages (Lane, 2015; Pietikäinen, 2015); Finnish Sign language users learning
languages (Tapio, 2013); infrastructuring an educational network (Halkola &
Kuure, 2021); language planning and policies (Hult, 2010; Källkvist & Hult, 2020);
learning Finnish as a second language (Strömmer, 2017b); Intke Hernandez, 2020);
literacy studies (Wohlwend, 2008; Multas & Hirvonen, 2019; Nygård et al. (2021);
multilingual classrooms (Källkvist et al., 2021); multilingualism (Pietikäinen et al.
2008); online communities (Martinviita, 2018; Käsmä, 2020); preservice teachers’
study abroad experiences (Dressler et al., 2021); teachers’ understandings (Dressler,
2018); and work place communication (Blåsjö et al., 2019). The studies share an
aim to examine complex phenomena that requires collecting multiple research
materials and utilising a range of tools for a rich analysis of mediated action. The
approach allows for the examination of the complex relationship of situated action
and discourses of broader scale. The next section will discuss further the application
of nexus analysis in the context of language learning and teaching hybrid
environments.
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4

Nexus analysis in studying language
learning and teaching in hybrid
environments

The present study utilises nexus analysis (Scollon & Scollon 2004) as the
methodological framework. The approach provides a suitable framework for
research leaning on the ecological view on language learning. The following
sections will present nexus analysis as a research strategy and how it has been
applied in the present study. Finally, this chapter will discuss the ethical
considerations of the study.
4.1

Nexus analysis as a research strategy

Nexus analysis is a research strategy arising from mediated discourse theory
(Scollon 2001a, 2001b). Scollon and de Saint-Georges (2011) have described nexus
analysis as the methodological arm of mediated discourse theory. The approach
allows the researcher to examine language learning as situated (inter)action while
at the same time considering the connections in a wider societal framework.
Moreover, it is well-suited for research on multi-sited action involving also online
environments (Larsen & Raudaskoski, 2020).
Nexus analysis proceeds cyclically through three main activities: engaging,
navigating and changing the nexus of practice under study. The term ‘nexus of
practice’ refers to the conceptualisation of the social action under study as a
network of linked practices (Scollon, 2001, pp. 147–148). Although the activities
of nexus analysis do not follow each other linearly, the cyclic nature of research
means that activities run concurrently as well. In order to engage in the nexus of
practice, the researcher needs to start navigating the nexus of practice at the same
time. Furthermore, as the researcher engages in the nexus of practice, they are
already creating change by participation (Scollon & Scollon, 2004, pp. 9–10).
In the activity of engaging, the first task is to establish the social issue, or the
nexus of practice, to be studied. Often, the issue is a social problem of which the
study aims to gain a better understanding and to contribute to promoting change in
the practices. Engaging the nexus of practice under study includes finding the
crucial social actors and the most significant cycles of discourse by observing the
interaction within the nexus of practice (Scollon & Scollon, 2004, pp. 153–155).
While taking these steps to engage in the nexus of practice, the researcher
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establishes their zone of identification with the nexus of practice (Scollon &
Scollon, 2004, p. 156). Nexus analysis embraces the researcher’s participation in
the social issue under study to gain a better understanding of the phenomenon as
well as to be able to better achieve the third activity of changing the nexus of
practice. In nexus analysis, it is essential to consider the researcher’s role in the
nexus of practice and to clearly establish one’s zone of identification for the
integrity of the research as well. The present study included reflection on the
researcher’s zone of identification as a language teacher and a language teacher
educator, as well as one of the preservice teachers participating in the Tech Town
project (see Section 4.3).
The phase of engaging includes collecting research materials, such as
documenting observations. Collecting different types of research materials will
continue in the later stages of nexus analysis as well. Nexus analysis has an
ethnographic take on collecting research materials and follows the principles of
triangulation. The research materials are collected to cover different types of
materials and perspectives on the issue under study: members’ generalizations,
neutral observations, individual experience, and interactions with members
(Scollon & Scollon, 2004, p. 158). Members’ generalizations provide a view on
what the participants themselves say what they do and what they expect of the
nexus of practice. This is not always the same as what the participants actually do,
and so neutral observations are used to gain another perspective on the actions.
Individual experiences are collected to discover how the members describe their
personal experiences of taking part in the nexus of practice. Finally, the interactions
with members aim to shed light on how the participants view the researchers’
observations and findings. The interactions with members can either arise naturally
in the research process as the researcher is to engage in the nexus of practice, or
they can be induced with focus group interviews, for example. The research
materials collected for the present study will be introduced in Section 4.3.1.
The main activities of nexus analysis overlap each other, so navigating the
nexus of practice already begins while engaging the nexus of practice. Navigating
is the main task of nexus analysis where the researcher will look in depth at the
phenomenon under study. The researcher maps and navigates through the
trajectories of participants, places, and situations, paying attention to timescales,
the past, present and anticipations of the future. The aim is to see if the crucial
discourse cycles or semiotic cycles can be identified. In nexus analysis, the
methodological tools are chosen according to the selected aims of the study. Scollon
& Scollon (2004, pp. 177–178) encourage the analyst to continue opening up the
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circumference of the analysis, hence the term ‘circumferencing’ which means
simply making sure that the study does not become “obsessively narrowed to single
moments, speech acts or events, or participants without seeing how these connect
to other moments, acts, events, and participants which make up the full nexus”
(Scollon & Scollon, 200, p. 9). This can also be referred to as a process of zooming
in and zooming out (Nicolini, 2009) as the analysis moves between the examination
of interaction in situ and the wider framework of related discourses. Chapter 5 will
describe how navigating the nexus of practice was realised in the present study by
presenting the four publications of this doctoral thesis.
Changing is the final phase of a full nexus analysis as well as the goal of doing
nexus analysis. However, as previously mentioned, change is an ongoing
phenomenon in the research, and it begins as soon as the researcher engages the
nexus of practice under study. The research will become part of the discourse
trajectories and historical bodies of the participants (Scollon & Scollon, 2004, p.
177). At the end of nexus analysis, the researcher will review and analyse the
change by re-engaging the nexus of practice. Then the researcher will bring the
analysis and understanding back to the participants with whom the study was
conducted. The researcher will alter the trajectories for themselves as well as for
the others in the nexus of practice, which will in itself produce social change
(Scollon & Scollon, 2004, p. 178).
4.2

Research setting and participants

The present study examines a nexus of practice of preservice teachers designing
language learning in and for hybrid environments during a university course in
language learning and technologies. The institutional setting for the study is
provided by an elective university course (5 ECTS study credits 1 ) at a Finnish
university. The course is part of master’s-level English studies and has been
regularly organised from the early 2000s onwards. The university course on
language learning and technologies (referred to as LLT from here onwards) is
aimed at students orienting to become language teachers. The general objective of
the course was to gain an understanding of the theory and methods of learning and
instruction in web-based environments. To achieve the objective, the university

1

ECTS refers to the European Credit Transfer and Accumulation System. In Finland, 1 ECTS equal 27
study hours and the scope of one academic year is 60 ECTS. A Master’s level degree equals 300 ECTS,
or five years of full-time studies.
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students on the course designed and created the online learning environment and
activities for the pupils in collaboration with the schoolteachers and the university
lecturer. The university lecturer had the role of project leader and facilitator in the
course. During the course, the preservice teachers worked in small groups which
each had their own responsibilities in constructing the school project.
As the LLT course is an advanced level course, many of the participating
university students have already taken the pedagogical studies for subject teachers
which is a separate study component of 60 ECTS (equals studies for one academic
year) organised by the Faculty of Education. The LLT course also attracts other
university students of English who are interested in using technologies for language
learning but might have other career plans than the teaching profession or have not
yet decided on the matter. This study focuses on those university students orienting
to become language teachers and thus the participants are referred to as preservice
teachers or future language teachers in this study.
The work on the LLT course is organised in a design-driven way which
provides the preservice teachers with hands-on experience in designing language
learning. During the course, the preservice teachers design and carry out an online
language learning project. Each implementation of the LLT course is unique
because the design process depends on the course participants as well as the
partners for collaboration to carry out the projects. However, the course concept
entails a general outline for the design work which is illustrated in figure 1.

Fig. 1. Design process on the university course
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The course work starts with an orientation phase, where the course participants do
background research on varied topics which often include the world of the language
learners participating in the project and current trends in the development of
technologies and language pedagogies. The topics of background research depend
on the needs of the course project. Next, the course participants develop concrete
ideas for a possible project and get organised into teams. One concept for the
overall project is delineated for development and the planning and producing of
project scenario and activities start. Communication with partner schools is
maintained and the basic principles for the school project are agreed upon. After
the planning and preparing phase, the implementation of the school project starts.
During the school project, the preservice teachers with their university lecturer
orchestrate learning events and activities with the school participants, which can
include synchronous and asynchronous work. As the school project proceeds, the
preservice teachers and the lecturer make decisions for improvements and fine tune
the design. The hands-on realisation of the project depends on the needs of each
individual project. At the end of the course, there is an evaluation phase, and the
course is wrapped up.
This study uses research materials collected from two separate
implementations of the LLT course, Tech Town and Coffee Shop. Articles II and
III focus on Tech Town, and Article IV on Coffee Shop. The Tech Town language
learning project was designed for 10–11-year-old schoolchildren from two different
Finnish comprehensive schools. The preservice teachers in Tech Town designed
and carried out the school project in collaboration with the university lecturer in
charge of the course and the two schoolteachers who participated in the project. In
Tech Town, the school project lasted four weeks and the pupils participated in the
online activities during their English lessons.
The Coffee Shop language learning project was designed to be flexible and the
activities suitable for learners of different ages and backgrounds. The language
learners included pupils from comprehensive school, and students at vocational
college and high school. The designed activities were tested with one group of
learners and feedback was collected. In Coffee Shop, the teachers were not as
heavily involved in the design project as in Tech Town. The research materials are
presented in more detail in 4.3.1. Both in Tech Town and in Coffee Shop, the nexus
of practice under study is formed in the activities of the preservice teachers
designing for language learning in hybrid environments.
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4.3

Research process and research materials

Navigating the nexus of practice under study is approached with the help of a small,
yet important question: what is going on here? This question was repeated
throughout the research process to examine the phenomenon from different angles,
to find a defined focus for the research, as well as to ensure that the focus of study
is not narrowed down too much but is able to consider the connections between the
situated action and the broader framework of related discourses (see Section 4.1).
The nexus analytical research then proceeds by navigating the phenomenon under
study by asking questions from different angles, which is visible in the research
questions that the four sub-studies (Articles I–IV) aim to answer (Table 1 below).
Table 1. Research questions and main emphasis in their treatment in the sub-studies
What is going on when designing language learning projects Article I

Article II

Article III

X

X

X

X

Article IV

in and for hybrid environments?
How is nexus analysis suited for studying pedagogical

X

change?

How do future language teachers learn to manage complex
pedagogical situations?

How do future language teachers’ professional vision and

X

agency emerge in the joint activities and sensemaking?

Article I is a literature review which examines the use of nexus analysis in the field
of language pedagogy and language teacher education and thus it provides a wider
framework where the doctoral research is situated (see 5.1). Sub-studies II–IV shed
light on learning to design for language learning in hybrid environments by
exploring two implementations of a university course where future language
teachers design and carry out online language learning projects for schoolchildren.
Sub-studies II, III and IV provide answers to the following questions:
–
–
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How do future language teachers learn to manage complex pedagogical
situations? (II & III)
How do future language teachers’ professional vision and agency emerge in
joint activities and sensemaking? (II, III, IV)

Chapter 5 provides a synopsis of the sub-studies, describing how the studies were
conducted and what the main findings are, while Chapter 6 discusses the findings
of the sub-studies as a whole. The research questions have evolved during the
research process, and, for example, some explorations on the actions of the pupils
and the schoolteachers in Tech Town have been made as well while navigating the
nexus of practice of designing language learning in and for hybrid environments.
These explorations have served in gaining a holistic view on the phenomenon under
study and shed light on the overall design process. Nevertheless, the interest on
creating affordances for language learning in online environments has guided the
process from the beginning of the research. The ecological perspective on language
learning as meaningful interaction and the multimodal view on language and
interaction provided the framework for gaining an understanding of what is going
on when designing language learning in and for hybrid environments.
As described in 4.1 nexus analysis begins with the researcher engaging with
the nexus of practice that is under examination. This means that the researcher is
not only observing action from afar but participates in the actions of the nexus of
practice as well. The researcher’s position as a participant offers a view from the
inside, which offers valuable observations on what issues are relevant in how the
situations and interactions take place. The current research has utilised t he
participant position and the researchers’ observations when planning the collection
of the research materials and delineating key actors and focal social actions that
were taken under closer analysis. This does not mean that the process would rely
solely on the researchers’ observations, but the delineation was done in a reflective
manner in collaboration with the co-authors of the sub-studies. Furthermore, the
observations and analysis were discussed in joint data sessions with other
researchers as permitted by the participants’ informed consent to research. Initial
findings have also been presented and discussed in scientific conferences. In
addition, following the nexus analytical tradition, the principles of triangulation
(e.g., Patton, 1999) were followed in collecting research materials to make sure that
the materials would be representative and allow for reliable analysis from multiple
perspectives (see Sections 4.1 and 4.3.1). Moreover, the present study has been able
to build on other studies that employ research materials collected from the same
course context from different years (see, e.g., Keisanen & Kuure, 2015;
Koivistoinen 2008; Koivistoinen et al. 2016; Kuure 2018; Kuure et al. 2016; Tapio,
2013). The studies have provided a rich view of the complex array of topics
involved, which has been utilised in the current thesis and the sub-studies.
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Fig. 2. Research process
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Figure 3 illustrates the research process and how the sub-studies build on each
other.In a sense, the research process began as I participated in the university course
where the Tech Town project was designed and carried out. At the time, I was a
master’s-level university student of English aiming at writing a master’s thesis
utilising the course as the research context. I participated in all the course activities
with a specific role in planning the collection of research materials and considering
how to do research on a project with schoolchildren. The thesis (Mikkola, 2011)
examined the online language project as a nexus of practice and its affordances for
language learning. After graduating, I worked as a language teacher for some years
and found the course experience relevant to the changing framework of language
teaching, and an interest arose to study further how affordances for language
learning can be created and how the university course can support future teachers
in the era of digitalisation.
Research for the doctoral thesis began again in 2016 as I re-engaged with the
nexus of practice of becoming a language teacher and learning to design for
language learning in the technology-rich environments. I began to navigate the
Tech Town research materials and participated in conducting a literature review on
the use of nexus analysis in the study of language pedagogies and language teacher
education (Article I). In a short paper (Tumelius & Kuure, 2017), we presented
initial findings which provide an overview of discourses in place that emerged in
the orchestration of online language sessions. The analysis was further elaborated
and published in Article II. The exploration of the Tech Town research materials
continued by zooming in on multimodal interaction during the tutoring sessions.
The findings presented in Article III shed light on the emergence of professional
vision and agency in orchestrating language learning in hybrid environments.
Finally, in Article IV, the design-driven course concept was examined using the
Coffee Shop research materials, and the pre-service teachers’ designs were
analysed from the perspective of multimodality and intermediality. Engaging in the
nexus of practice of becoming a language teacher in Northern Finland included a
discourses survey of current discourses on language education in the digital age. A
brief overview of the initial findings was discussed in the newsletter of AILA
Research Network for Learner Autonomy (ReNLA) (Kuure & Tumelius, 2021).
Article IV focuses on the analysis of preservice teachers’ design concepts in the
Coffee shop project in the light of multimodality and intermediality of language
and interaction. The study highlighted the emerging professional vision and agency
and examined the preservice teachers as potential change agents as designers of
future language pedagogies.
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4.3.1 Research materials
The research materials were collected from two different course implementations
which are here called Tech Town and Coffee Shop. The triangulation of research
materials was made by documenting the course work in various ways and collecting
participant reflections. Therefore, the research materials consist of various types of
materials accumulated during the project work from the two different course
implementations, and they include video recordings, chat logs, discussion entries,
questionnaires and the researcher’s observations. See Section 4.1 for a description
of the general principles for collecting different types of research materials in a
nexus analytical study. The research process involved several rounds of navigating
the research materials (see 4.3), and the collected research materials are described
in Tables 2 and 3.
The primary research materials used in the sub-studies on Tech Town (see
Table 2) include video recordings from the university lecturer’s office, chat logs of
interactions with the pupils and the post-project reflection papers from ten
preservice teachers. Altogether, there are 16 video recordings from 10 sessions at
the university lecturer’s office, incorporating approximately 12 hours of video. The
chat logs consist of 1152 entries from four separate chat sessions, and the reflection
papers amount to 9600 words. The length of individual papers varies between 500
and 2000 words. The analysis in the sub-studies also utilises chat logs of the online
sessions as well as the diverse materials which accumulated in the two online
workspaces (one for the school project and one for the university course). The
materials include chat logs form the preservice teachers’ online meetings, various
notes, reflections, discussion entries from the preservice teachers and the pupils,
tasks created for the pupils, and videos made by pupils as part of the learning
project. In addition, there are four short video recordings from the pupils’ work at
one of the schools, lasting approximately 14 minutes in total. Other materials
include questionnaires from the pupils and from the teachers, preservice teachers’
reflection papers, and researchers’ observations. These other research materials
were read or viewed to create a holistic view on the project. However, a closer
analysis was only conducted on selected materials according to the needs of the
analysis.

46

Table 2. Tech Town: Description of research materials gathered for sub-studies II and III
(adapted from Scollon & Scollon, 2004)
Research materials collected

Type of research materials
(Neutral)

Members’

Observations generalisations

Individual

Interactions

experience

with members

DESIGN WORK
Field notes

X

Online discussion entries by course

X

X

X

X

X

X

X

participants
Design products created by the
preservice teachers
SYNCHRONOUS ONLINE INTERACTIONS
Chat logs of interactions between
preservice teachers
Video recordings in the office

X

X

Video recordings in the classroom

X

X

Chat logs of interactions with

X

pupils
ASYNCHRONOUS ONLINE INTERACTIONS
Online discussion entries (pupils and

X

X

preservice teachers)
Video clips created by pupils

X

EVALUATION AND REFLECTION
Email interviews of teachers at

X

schools
Questionnaire answers from pupils
Reflection papers by the

X
X

X

preservice teachers
Bold typeface: primary material for the study

The sub-study on the Coffee Shop process was structured in a different way
compared to Tech Town, and so the research materials are different as well. Coffee
Shop was selected for the study because the course flow and the materials collected
allowed a closer analysis on the design process from brainstorming various ideas
to developing the final products the preservice teachers had created. Table 3
describes the materials used in research for Article IV.
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Table 3. Coffee Shop: Description of research materials collected for Article IV (Adapted
from Scollon & Scollon 2004)
Research materials collected

Type of research materials
(Neutral)

Members’

Observations generalisations

Individual

Interactions

experience

with members

DESIGN WORK AT THE LLT COURSE
WORKSPACE

Online discussion entries (144

X

X

X

entries in general discussion and
team discussions)
Design idea drafts created by the

X

X

X

preservice teachers (48 ideas)
Project management memos and

X

project logs on design work by
preservice teachers (15 files)
DESIGN PRODUCTS AT THE SCHOOL
PROJECT WORKSPACE

Activity packages (6 packages, 33

X

X

pages)
Guides for the teachers (8

X

documents)
Guide for learners (1 document)

X

Interactive elements (discussion

X

lists, chat), Visuals (21 images)
EVALUATION AND REFLECTION
Reflection papers by the preservice

X

X

teachers (13 papers)
DISCOURSES SURVEY
Online news media sites

X

Public documents produced by the

X

Ministry of Education: National core
Curricula, and other guidelines
University curricula, strategy, and

X

other guidelines

The Coffee Shop research materials focus on the preservice teachers’ design work
and do not include materials from the language learners who participated in the
school project. The materials include preservice teachers’ interactions and project
documentation in the online workspace set up for the planning of the project work,
their reflections after the project, and the online environment they prepared for the
participating teachers and their pupils. The preservice teachers’ online discussions
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consist of 144 entries, and the project management memos and other
documentation of project work consist of nine text documents, six presentations
and six team log files. There were 48 design ideas in the drafts of which six ideas
were selected and developed into activity packages for the final Coffee Shop project
design. The materials include reflection papers from thirteen preservice teachers
participating in the study. The length of the papers varied from 330 words to 1420
words, most being approximately 400–700 words.
In line with the principles of doing nexus analysis, the research process for the
Article IV also included a discourses survey on news media and public documents
and guidelines on digitalisation and language teacher education in Finland. The
discourses survey is not reported in Article IV because the focus is required to be
narrowed down due to limited space. However, the findings of the discourses
survey were presented at the AILA world congress 2021 and summarised in Kuure
& Tumelius (2021) and will be discussed in connection with Article IV in Section
5.4.
The research materials for the discourses survey were collected in September
2020 and in April 2021 from online news services, public websites of the Ministry
of Education and universities. The policy documents include national core curricula,
publications on language learning by the Ministry of Education, University strategy
papers and curricula texts. The websites of Finnish news media services, both
national and major, and news media services covering Northern Finland were
searched using varied key words relating to language learning and teaching and
online resources. The online searches returned over 900 results. After narrowing
down the search by removing double-hits and irrelevant news articles, there were
approximately 100 relevant news articles spanning from the beginning of the 2000s
to the date of the information search. The news articles were skimmed through to
find key topics and provide a thematic discourse analysis of the topics.
4.3.2 Ethical considerations
This research complies with the ethical guidelines of the University of Oulu as well
as the national guidelines on data privacy and protection (Finnish National Board
on Research Integrity, 2019). There has been careful consideration of the ethical
guidelines in storing the research materials, in analysing the materials as well as in
presenting the findings.
The research materials include multiple types of data, such as videos, emails
and reflection papers to provide a careful triangulation of the research topic (see
49

above). The research materials are stored in a secure, password-protected network
drive provided by the University of Oulu. The research project was carried out with
child participants. All the participants, the parents of the participating
schoolchildren (10–12 years old), the schools as well as the schoolteachers were
informed about the research, and all the participants were asked for informed
consent. In the case of schoolchildren, the parents’ informed consent was obtained
as well. In the case of the participating schools, permission was acquired from the
city and/or school in question, and the guidelines for performing research at the
school premises were taken into consideration.
There are several actions taken to protect the anonymity of the participants.
The names of the participants and schools in transcripts have been changed, and
the still pictures from the videos have been anonymised. The preservice teachers’
anonymity is protected by changing the names of their designs and refraining from
publishing recognizable images of their designs.
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5

Navigating a design-driven approach to
language learning in hybrid environments

This chapter will present the four articles in the thesis: their research process, the
use of research materials, and the main findings of each article. The articles’
contribution to the whole of the doctoral thesis is also discussed. Article I is a
literature review on how nexus analysis is applied in the field of language pedagogy
and language teacher education, what kind of rationale researchers have for
choosing nexus analysis, and what kind of findings the earlier research provides.
Articles II, III and IV are research papers which utilise the research materials as
described in Section 3.4 in the thesis. Each of these three articles shed light on the
research case from a different perspective. The whole of the course context,
learning project and participants have been described in detail in Section 4.2 and
the overall research process in Section 4.3. In the following, I will present the main
findings of each article as well as describe the research process and how the articles
relate to each other and what their role is as a part of this doctoral research.
5.1

Nexus analysis in the study of the changing field of language
pedagogy and language teacher education (Article I)

Nexus analysis has been used since the early 2000s, and it is gaining more interest
in various fields of study (see Chapters 3 and 4), but the research in the field of
language education and pedagogies is still scarce, and the conventions of using
nexus analysis are in flux. In the literature review (Article I), we aimed at mapping
how nexus analysis and mediated discourse perspectives are used in the study of
foreign language learning, language pedagogy and language teacher education. The
literature review was conducted to gain a better understanding of the reasons for
choosing nexus analysis as the research approach, how nexus analysis has been
applied, and the main findings in the field. The literature review also gives a brief
overview on the theoretical basis and historical development of nexus analysis and
mediated discourse theory, which have been discussed earlier in the thesis in
Chapters 3 and 4.
In the information searches, various databases were used: ProQuest, Ebsco,
Scopus, Web of Science, and Google Scholar. The search began with the following
search terms in English: language learning, language teaching, language pedagogy,
language education or language teacher education, and nexus analysis or mediated
discourse analysis. However, since the field of nexus analytical research on
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language pedagogy and language teacher education is in flux and, as our literature
review confirmed, it is still emerging, we needed to apply some creative means to
find relevant research. Therefore, we widened the search by looking into research
and citing key authors (Scollon, Jones, Norris, de Saint-Georges) in the relevant
field by using a wide array of search terms defining the field. At first, we looked
for peer-reviewed journal articles, but we also took into consideration book
chapters in edited volumes, methodological handbooks as well as doctoral theses
(if publicly available). The decision to widen the search and use alternative ways
to find relevant literature was done since the terminology in the field is evolving.
Moreover, due to the multidisciplinary nature of nexus analysis, it can be difficult
to decide whether a research paper is relevant or not. Mediated discourse theory
views social action in a historical continuum of practices and trajectories of
converging discourses (see Chapter 3), and therefore closely related fields, such as
language policy and language planning, or literature practices in teacher education
not involving foreign language teaching, can prove to be relevant.
The search was conducted collaboratively, and all the authors participated in
all phases of the literature review. My role placed more emphasis on investigating
alternative ways to find relevant literature utilising the search engines. We
evaluated the relevancy of literature together in the problematic cases. The final
corpus of 33 publications (out of which 5 were doctoral theses) was divided into
three sections so that each author was primarily responsible for one section to do a
close reading on. A table on the use of nexus analysis, the main details of the
research contexts and main findings were used as a tool to share the close readings
with others and to pinpoint the main themes arising from the literature. The
readings and results were discussed together in multiple sessions and the text was
circulated between the authors.
The literature review produced interesting findings for the field of language
pedagogy and language teacher education. The rationale for choosing mediated
discourse and a nexus analytical approach was similar in the studies: they were
connected by the need for a research strategy for a study involving complex
phenomena and change. In addition, they shared the ecological, sociocultural view
on language learning and thus considered learning to take place in the learners’
engagement in meaningful activities. Consequently, nexus analysis was considered
as a suitable research strategy as it allows for the study of learning as social action.
Although some studies highlighted the methodological interest in their work, there
were also cases where the methodological choices were only briefly mentioned.
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Apart from these points, there was great variation in the focus, context of study
and participants, illustrating the flexibility of nexus analysis as a research strategy.
Studies included in the literature review had been conducted in the USA, Canada,
Finland and various other European countries such as Germany, France, Sweden,
and Poland. In these studies, the participants varied from children in the
kindergarten to school kids, college and university students, immigrants, preservice and in-service teachers as well as education authorities. There was also
variation in the languages the studies covered but the common nominator was
foreign language education. The studies covered a selection of research topics, such
as the appropriation of literacies, advancing new language pedagogies, as well as
language teacher education as a site for generating change in the field.
In terms of the findings, we found three thematic groups: new perspectives on
language learning and literacies, redesign of language pedagogy, and language
teacher education or professional growth. As described earlier, there were many
studies that perhaps did not strictly deal with (foreign) language pedagogies but,
however, offered relevant, new perspectives on language learning and literacies
(Levine, 2015; Källkvist, 2013; Rish, 2015; Rish & Caton, 2011; Rosén & BaggaGupta, 2015; Partanen, 2013; Strömmer, 2016a, 2016b, 2017a, 2017b; Tapio, 2013,
2014; Virtanen, 2017; Wohlwend. 2009; Wohlwend & Handsfield, 2012; Kuure,
2011; Kuure & McCambridge, 2017). The findings of these studies could however
be applied to the context of foreign language learning. They also remind us of the
importance of seeing (foreign) language learning as a complexly networked
phenomenon which is present in our everyday actions and interactions. The
research cannot or should not be restricted to looking into the classroom- or schoolbound practices only.
The second thematic group, redesign of language pedagogy, answered this
need for rethinking the accustomed practices of language teaching in the modern
world (Dressler, 2015; Koivisto, 2013; Koivistoinen, 2008, 2015, 2016a, 2016b;
Pietikäinen & Pitkänen-Huhta, 2013; Levine, 2012). The research had emerged
from the point of view of a language teacher reflecting on their own work. Nexus
analysis provides a strong toolkit for this type of study as the research strategy
requires the researcher’s participation in the phenomenon under scrutiny.
The literature corpus included studies on language teacher education or
professional growth (Dooly, 2017; Dooly & Sadler, 2013; Ensor et al., 2017;
Koivistoinen et al., 2016; Kuure et al., 2013; Kuure et al., 2016; Palviainen &
Mård-Miettinen, 2015; Riekki, 2016). These studies investigated the beliefs,
identities and practices in flux of language teachers and future language teachers.
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As nexus analysis allows for the combination of the in-situ actions of an individual
with the wider societal context, the research shed light on the complexity of aspects
that are involved in the development of the identity as a language teacher in the
modern world. The studies also considered the changing realities in which (foreign)
language teachers work and how to contribute to change in pedagogical practices
and the trajectories of language teacher education.
The literature review illustrated the flexible ways with which to apply nexus
analysis, which is important for the research strategy when studying complex,
constantly changing phenomena, and perhaps also orienting to contributing to that
change. Moreover, the literature review even included studies that had begun as
ethnographic or qualitative studies which were then reformed into nexus analytical
research at a later point in the process. As described in Section 3, nexus analysis
allows for the combination of various analytical tools according to the needs and
aims of the research. This literature review showed two ways of reporting on nexus
analytical research. On the one hand, the studies used the concepts of interaction
order, historical body, and discourses in place as heuristic tools in the analysis,
either in an explicit role or as underlying, implicit concepts which were revealed in
the organisation of the analysis. On the other hand, nexus analysis was also
approached as a broader research strategy and the research process was described
via the cyclic process of engaging, navigating, and changing the nexus of practice.
In such a case, the studies applied different methodological tools in the analysis,
and the process of zooming in and zooming out was emphasised more. The varying
ways to report on mediated discourse and nexus analytical research show that the
field is in flux and the practices are yet emerging. As we predicted in the literature
review, based on the amount of nexus analytical conference papers in international
conferences, there are constantly new studies published in the field, which were
discussed in Section 2 in this thesis as well.
5.2

Towards a shared vision of language, language learning and a
school project in emergence (Article II)

Article II explored how preservice teachers learn to manage complex pedagogical
situations during a university course to create an online project for schoolchildren.
The study was conducted utilising the Tech Town research materials. For a
description of the research setting, see Section 4.2, and Section 4.3.1 for a
description of research materials. The analysis focused on the preservice teachers’
interaction at the university lecturers’ office while they were managing
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synchronous online chat discussions during the school project. Typically, there
were two preservice teachers and the university lecturer at the office during the
sessions. The pupils participated in the online activities from their schools during
their English lessons. Video recordings of these situations, chat logs from online
discussions and the preservice teachers’ post-project reflection papers were used as
the primary research materials. As the chat discussions took place in an online
platform, the preservice teachers and the university lecturer were physically in the
same space, but the pupils were in another physical location.
The overall nexus analytical research process has been described in Section 4.1.
For the purposes of this sub-study, the researchers viewed the video recordings first
alone and then together to discuss the observations. Tape logs with basic details on
the interaction were created and utilised to map the discourses circulating the
interaction. The tape logs together with the researchers’ observations on other
research materials were used in selecting sessions under closer analysis. The
research materials that accumulated in the online platform were drawn on as a
cross-reference to check how the course design process had proceeded and whether
the discussions on possible future actions concerning the project work emerged in
the online platform. As the study explored the preservice teachers’ conceptions in
flux on language and language learning, the analysis of interaction was
complemented by analysing the post-project reflection papers. The reflection
papers provided a view on how the preservice teachers made sense of the design
process as a hands-on experience and the complexities involved.
The study showed that the setting afforded for diverse negotiations and
meaning making on, for instance, pedagogical choices, the role of the language
teacher and the pupils’ actions. Initial findings were published in a short paper
(Tumelius & Kuure, 2017) which examined intersecting discourses during the
recorded sessions. There were circulating discourses on pedagogy, technology,
project work and (teacher) identities. Article II presents a deeper understanding of
the nexus of practice of preservice teachers learning to manage complex pedagogic
settings and emerging understandings of language teaching in the hybrid
environments.
Article II combined the video analysis with an analysis of post-project
reflection papers written by the preservice teachers. The focus on analysing the
reflection papers was on how the preservice teachers made sense of the
collaborative work to design the project, the university course and their own roles
and learning during the course. The analysis showed that even if preservice teachers
were aware of the changing role of technologies in society, they still deemed the
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pedagogical use of different technologies quite marginal in their possible future
careers. Using the lens of historical body, this showed how their preceding
experiences of text-book centred practices of language learning surfaced.
Article II pinpoints the complexities on the level of discourses in place that
arose relevant in the interaction. The material set-up in the university lecturer’s
office provided a situation where the preservice teachers were able to ask questions
and express their concerns in managing the online discussion. The topics varied
from very practical issues such as the technical organisation or task division to
those of a more abstract level on the role of the teacher and pedagogical choices to
support the pupils’ language learning.
The interaction order was equal in terms of the relationship between the
preservice teachers and the university lecturer. Naturally, the institutional roles of
a lecturer and a student were there in the background, but the university lecturer
took more of a team member’s role and so supported the preservice teachers in
assuming agency in managing the learning project. The lecturer enforced the equal
setting by saying explicitly that the preservice teachers have a better grasp of the
details of the project work. During the sessions, the preservice teachers negotiated
problems between themselves as well as with the lecturer on an equal basis.
The analysis of the videos and the reflection papers foregrounded the
competing understandings of language and language learning with which the
preservice teachers were dealing. Though the modern, sociocultural views on
learning seemed central in the preservice teachers’ design work of the school
project, the more traditional, teacher-centric conceptions of language learning
became visible in the analysis of the video-recorded interactions as well as in the
reflection papers. Nevertheless, the course project provided them with a new,
hands-on experience on a design-based approach to language learning, thus
renewing their historical bodies. The preservice teachers needed to rethink the roles
of a language teacher and the means for creating affordances for language learning
as they designed interaction for language learning in an online platform.
Language teacher education aims to provide new skills and knowledge for the
preservice teachers to prepare them to act as language teachers in the future and in
changing environments. Article II demonstrated how promoting change in
understandings and practices is a slow and complex endeavour. It is difficult, if not
even impossible, to point to a certain moment in time when change occurs or begins
to occur. Nevertheless, as in Article II, one can investigate the interaction in situ
and track different discourse trajectories foregrounded in action to shed light on
what is going on when dealing with competing understandings. During the
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university course under examination in Article II, the preservice teachers gained a
hands-on experience in designing and carrying out an online language learning
project for school children. The findings showed how they made sense of this new
experience in appropriating the pedagogical use of digital technologies. This
required the preservice teachers to utilise a sociocultural perspective on how
languages can be learned and how they, as teachers, can support the pupils’
language learning.
5.3

Pre-service teachers' professional vision and agency emerging
in orchestrating language learning in a hybrid space (Article III)

Article III continues the exploration of the Tech Town project. During the process
of writing Article II, we became interested in scrutinising preservice teachers’
emerging professional vision and agency from the perspective of multimodal
interaction. As described in Chapter 2, appropriating the pedagogical use of new
technologies for language learning requires a new mindset to approach teaching as
well, which needs to be considered in developing the practices of CALL-related
pedagogies in language teacher education. Article III sets out to explore the
preservice teachers’ interaction and meaning making as participants on the projectbased course on designing online language learning from the sociocultural
perspective. Thus, the study asks how preservice teachers’ professional vision and
agency emerged in a hybrid space when orchestrating schoolchildren’s
participation online.
Article III utilised the Tech Town research materials (see Section 4.3.1) and
builds on the work on Article II presented in the previous section. In Article III, we
focused on video recordings from the university lecturer’s office as we were
examining the interaction as a multimodal phenomenon and how professional
vision and agency emerge in action. The online materials which accumulated in the
Tech Town online platform served as supportive materials for the analysis. Those
materials include discussion entries, chat logs, uploaded videos, diverse documents,
and the visual interface of the online platform. The diverse research materials were
used to find the reflexive connections between the practical encounters in
orchestrating synchronous online language learning sessions and the overall project
design. The project design set the scene for the individual sessions, and the
individual sessions affected how the design was fine-tuned and implemented in
later sessions and other activities.
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The analysis of the research materials included many rounds of viewing the
videos with a focus on situations where the preservice teachers and the university
lecturer interacted with the pupils or discussed the online interactions. We created
rough transcripts of the verbal interaction and prominent embodied action of the
videos. In addition, we organised joint data sessions to watch the videos together,
making free-form notes which were then combined in one document to find typical
situations during the sessions. In the process, we utilised the tape logs and thematic
analysis conducted earlier (see Article II). For Article III, we selected representative
examples to present a closer analysis of the multimodal construction of professional
vision and agency in interaction.
The orchestration of the online activities was found to typically involve periods
of intensive online work when the pupils were actively writing online and the
discussions in the office involved issues on how to react to the pupils’ messages,
how to formulate an answer or a questions or other issues directly linked to the
current situation online. Then, there were also periods of less intensive online
activities when the university tutors were mainly monitoring online activities and
waiting for the pupils to write their messages. Such moments provided space for
longer discussions and reflections on the project work, or as Article II demonstrated,
on being a language teacher in general.
The sessions included a rich variety of negotiation and meaning making
between the university students and the university lecturer. The interaction order
was equal and so the setting allowed the participants to request support from the
others in the office when they were uncertain or encountered an unforeseeable
problem. The preservice teachers and the lecturer were able to adjust their focus
very quickly and fluently according to the changing needs of the online work and
of the material environment.
To gain an understanding of the hybrid elements of the interaction, we utilised
the chat logs and discussion forum entries from respective sessions to gain a better
understanding of the interaction in the university lecturer’s office. Technological
issues, and the tools and problems in their use were prominent discourses during
the sessions. The analysis shed light on the meaning making that took place when
the preservice teachers were learning to orchestrate online language learning and
learning to use the tools of the online platform from the perspective of a teacher.
As part of the course, the university students had been given access to the
online platform in the role of a teacher, where they were able to familiarise
themselves with the tools that came with the broader administrational rights. The
online platform included an activity monitor which allowed the teacher to see what
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other users accessed in the online space. The use of the activity monitor was
discussed in multiple sessions as the students were determining its potential to give
them information on what the pupils could be doing in the classroom. The online
platform and especially the activity monitor acted as an entry point between the
materially separated spaces. On the one hand, the hybrid setting added to the
complexity of the situation and provided a new, challenging setting to the
preservice teachers to gain hands-on experience in teaching. Yet, on the other hand,
the hybrid setting provided a set-up where the preservice teachers were able to
discuss the on-going events and negotiate decisions as the pupils were physically
in another location. The setting helped to show visibly and audibly how the
preservice teachers viewed the situations and where they felt they needed support,
i.e., how their professional vision and agency took shape in action.
The analysis of orchestration at the lecturer’s office as multimodal action
served in gaining a deeper understanding of the complexities involved when
working in hybrid spaces. As part of navigating the research materials, we
examined the interaction in the university lecturer’s office from a multimodal
perspective drawing on multimodal (inter)action analysis (Norris, 2004). However,
a detailed description of the multimodal interaction analysis was not included in
Article III due to the tight scope that a journal article requires. Nevertheless, the
analysis was part of the multiple viewings of research materials and navigation
towards a more fine-grained view on how interaction was constructed using
multimodal means and how professional vision and agency emerge in interaction.
The following will present those findings relevant to the focus of the doctoral thesis.
The university lecturer’s office served as a kind of control room (Heath & Luff,
1992) with diverse affordances for communication and action in making children’s
chat sessions and other activities happen. Figure 3 attempts to illustrate the
complexity of the interaction taking place at the sessions where the preservice
teachers and the lecturer managed online language learning activities.
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Fig. 3. Complex attention structures in negotiating pedagogical decisions when
managing an online discussion forum
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Figure 3 illustrates the changing, temporary nature in the negotiation for making a
pedagogically informed decision on how to react to the pupils’ conflicting answers.
The figure is inspired by work on attention and awareness by Norris (e.g., 2004,
2011) and Pirini (e.g., 2014). However, instead of focusing on a single moment in
time, the image aims to provide a more holistic view on a situation where the
participants engage in pedagogical decision-making, and it presents the diverse
actions that the participants orient to in a fluid way. In comparison to the work by
Norris (2004, 2011) and Pirini (2014), the dimension of foreground-background
attention has been removed to represent the complex and fluid nature of attention
structures (Jones, 2005, 2010; see also Kuure, 2018). The text in a larger font type
represents actions that become foregrounded during the negotiation work, while the
text with a smaller font type represents actions that receive less attention, but of
which the participants are aware. Different modes that are used to realise higher
level actions are circled with dashed lines.
The participants use a wide variety of mediational means for interacting with
each other in the same physical space, and in parallel, for interacting in the online
space. They are aware of multiple actions related to the situation at hand, and their
attention constantly fluctuates between different foci. Additionally, they employ
various modal configurations in interaction, for example, sustaining collaboration
during the event is important and the participants have multiple modes in use.
However, this remains backgrounded as the preservice teacher and the university
lecturer focus on making a pedagogical assessment of the task and reviewing pupils’
answers.
This hybrid setting requires the participants at the lecturer’s office to fluidly
switch between different modalities and different foci for attention. The
participants typically keep their gaze on the screen, keeping themselves aware of
the online actions even when they do not actively write or read the discussion forum.
They utilise other modes, mainly spoken language, to gain the attention of others
and to engage in interaction. Body posture, pointing, gestures and object handling
are used in concert with spoken language. To foreground the significance of the
negotiation on the problem at hand, changing body posture and gaze from the
screen towards the other participants can be used. As the participants direct their
focus more heavily to the events in the office, they cannot monitor the online events,
thus underscoring the shift in attention. While dealing with this complexity,
weighing the functionality of the project design in action with schoolchildren and
considering needs for fine tuning, the participants in the office are collaboratively
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deepening their professional vision and agency, i.e., their understandings,
ownership, and initiative as pedagogical professionals.
Emerging professional vision and agency become visible when investigating
the complex structure of interaction when orchestrating language learning in hybrid
spaces. The analysis of the multimodal resources shows that the interaction is more
fine-grained than what may seem on the surface. Pedagogical decision making
requires attending to the changing situation online as well as the other participants
who are responsible for managing the activities.
The research done for Article III demonstrates how pedagogical situations
involving hybrid environments are very complex: the teacher needs to switch
attention fluidly between different spaces and attend to changing needs, which was
characterised with the concept of orchestration (Dillenbourg, 2008; Ryberg et al.,
2018). In Article III, the analysis focused on the synchronous online sessions which
were organised and administered by the preservice teachers and the university
lecturer. During the sessions, orchestration involved the participants contributing
to collaboration between themselves, dealing with the various tools and documents
present in the hybrid space, and evaluating ongoing action and making decisions
while considering the trajectories of the current session as well as that of the overall
learning project.
The project work involving real schoolchildren as online participants provided
the preservice teachers with the possibility to practice being teachers and taking
professional responsibility (Barahona, 2020). Furthermore, the preservice teachers
gained a hands-on experience in appropriating the use of CALL for language
pedagogies. Their engagement in the activities indicate a sense of meaningfulness
and agency, thus constructing their professional vision as future language teachers.
5.4

A design-driven approach to language teacher education in the
era of digitalization (Article IV)

Article IV investigates the design-driven approach to language teacher education
utilising concepts of multimodality and intermediality to analyse preservice
teachers’ design products for language learning in hybrid environments. The study
offers a view on becoming a language teacher in Northern Finland and learning to
use digital technologies for pedagogical purposes during university studies. In the
context of our study, the north is often seen as a peripheral area, away from the
areas of economic and political power (Paasi, 1995). In Finland, as well as in
Sweden and Norway, the northern areas have sparser population, smaller cities and
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longer distances between towns in comparison to southern parts of the countries
where the capital city is located or to Central Europe. Digitalisation can be treated
as a means for overcoming the constraints of physical distances and for providing
access to global discourses and interaction, which can blur the conceptions of the
core and the periphery and create new meanings of the north as a place. Article IV
draws on the definition of place as a socially constructed centre of meaning which
emerges from both individual and socially shared experiences (Cresswell, 2004;
Tuan, 1975). The definition allows for the consideration of the northern
circumstances when analysing teacher education as a situated practice.
In nexus analytical terms, the north not only provides a static, geographic
context for the study, but is embedded in mediated action: in discourses in place
that circulate the action; in historical bodies of the participants who study and live
in a northern location; and finally, in interaction orders which intertwine with the
discourses in place and the historical bodies affecting how the interaction is
organised and managed. Therefore, the north is inevitably part of the action under
analysis whether it explicitly emerges in interaction or not, much like other wider
scale discourses in place, such as curricula for language education, policy making
for language education and teacher education, as well as digitalisation.
In terms of the present study, what is important is change and promoting
change in the practices of future language teachers, and how change becomes
visible in varied, possibly even conflicting understandings, reflections, and actions
of the participants. Digitalisation has a strong role in the organisation of societies
in northern latitudes and in Finnish society in particular (European Commission,
2021). However, the change has not been as prominent in schools (e.g., Luukka et
al., 2008; Riekki, 2016; Sahlberg, 2020; Taalas, 2005) or in language teacher
education (e.g., Colpaert & Gijsen, 2017; Cutrim Schmid & Hegelheimer, 2014;
Fominykh et al. 2021; Hilden, 2020; Jalkanen, 2015; Karamifar et al., 2019), even
though the Finnish educational authorities have for long promoted the tighter
integration of digital technologies into educational practice (Finnish National
Agency for Education, 2021; Tanhua-Piiroinen et al. 2019; 2020). Due to the
COVID-19 pandemic, schools and teachers have recently had to take on the use of
digital technologies more widely. Many, if not most, teachers now have gained
some experience in organising distant education in the conditions of a global
emergency, which should not be compared to a situation that allows for careful
planning and pedagogical development (Hodges, 2021). The present study focused
on learning to use digital technologies as part of a long-term endeavour to develop
language teacher education so that future language teachers will be aware of what
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kind of issues should be considered in online language teaching before they enter
the field.
This article presents the analysis of research materials from another LLT course
implementation, the Coffee Shop, where our interest lies in how the students work
with diverse media in their designs for online language learning. The Coffee Shop
course implementation was selected because the working model involved
collecting a pool of ideas, of which designs for the final project were selected.
Accordingly, the Coffee Shop research materials provide a rich variety of the
preservice teachers’ design drafts for analysis. The aim of the course project was
set to designing learning activities that would be flexible and suit people of different
backgrounds, e.g., age or school level. Article IV asked what kinds of discourses
circulate the nexus of practice of becoming a language teacher in the north and how
multimodality and intermediality are drawn on in this process.
The research materials from the course implementation include materials
accumulated in the online platform that was used during the course and post-project
reflection papers from 13 students who participated in the course, as well as
ethnographic observations from one of the co-authors of the research paper (see
Section 4.3.1 for a detailed description of the research materials). The online
platform had two separate workspaces: one for the preservice teachers and the
university lecturer (LLT workspace), and the other for the language learning project
which was shared with the people who participated in the project as language
learners (Coffee Shop workspace).
Furthermore, as part of the research process, a discourses survey was
conducted on the online news services, national documents for language teaching
and university curricula to track more recent discourses on the topic of language
teaching and technologies in the context of Northern Finland. As a result of the
writing process, the article received more defined focus and so the discourses
survey was excluded from the original publication (Article IV). However, the
results of the discourses survey will be briefly discussed below, since it served as a
valuable point of reference in terms of the historical trajectory of the course and
helped in the process of zooming in and out (Nicolini, 2009) of the phenomenon
under study.
The discourses survey served in engaging the discourse trajectories around
becoming a language teacher in the north and in gaining an understanding of current
topical issues in the field, thus reinforcing the rationale for performing the research.
The results of the discourses survey also benefitted the writing of the discussion of
the doctoral thesis. The discourses survey was conducted in two parts in April 2020
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and in September 2020. It mapped the discourses in place connected to the language
teachers’ profession and the use of technologies in Northern Finland. We focused
on the past 10 years but also looked into the news discourses in the early 2000s.
The aim of the survey was to shed light on the scene where the university course
series has been organised, as well as the scene where the preservice teachers aspire
to become language teachers and begin their careers following graduation. The
discourses survey also provides an insight on the discourses in place that circulate
the nexus of practice of becoming a language teacher in the north during recent
decades. We found that similar discourses were prominent during the years which
aligns with the findings of earlier research on the slow pace of pedagogical change
(e.g., Riekki 2016; Taalas 2005; Tanhua-Piiroinen et al. 2019; 2020). The news
from the time of the pandemic highlighted that the teachers in the field have very
heterogeneous skills and knowledge to transfer to teaching online. As the setting
changes, teachers need to rethink their practices to organise language learning in a
meaningful way when activities take place in online settings with participants in
physically different locations.
As previously described, the aim of the university course has been to provide
new perspectives on language teaching to those university students interested in
language learning and new technologies. A review of previous research from the
different course implementations was used to create a holistic view on the course
as a change agent in this respect. Article IV highlighted the different aspects and
practices coming together in such a course. With the research materials collected
from the Coffee Shop course implementation, we were able to explore what it is to
design for language learning in hybrid settings.
Teachers need to consider the use of different media and how those media can
be used for creating affordances for language learning. The concepts of
multimodality and intermediality were utilised to analyse the Coffee Shop materials.
We explored how the students were able to utilise the complex, dynamic nature of
language. The concepts also helped to point out how the narrower views on
language and language learning surfaced in the designs even though the preservice
teachers themselves had aimed to find novel ways to design for language learning.
Nevertheless, the analysis of reflection papers showed that preservice teachers were
able to critically evaluate their designs and to explicate how they could refine the
designs in future use. Accordingly, the findings indicate that the design-driven
approach provided the preservice teachers with a format to develop language
pedagogies as reflective practitioners (Schön, 1987).
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6

Discussion

The aim of this doctoral research was to examine a design-driven way to organise
language teacher education by exploring what is going on when designing and
orchestrating language learning and teaching in hybrid spaces. The research was
conducted in the context of a university course on language learning and
technologies where future language teachers designed and carried out language
learning projects utilising digital technologies. The course activities were studied
by asking how future language teachers learn to manage complex pedagogical
situations and how future language teachers’ professional vision and agency emerge
in the joint activities and sensemaking. The study also aimed to provide a view on
how nexus analysis is suited for studying pedagogical change. In the following, the
findings will be discussed in relation to the aims and objectives of the study.
6.1

Learning to manage complex pedagogical situations in hybrid
spaces

The first research question to be discussed here asked how future language teachers
learn to manage complex pedagogical situations and aimed to answer the question
by looking into the preservice teachers’ interaction in situ as they were tutoring
events during the learning project and by combining that with the analysis of other
research material. Thus, the findings are based on the analysis of the preservice
teachers’ interactions, reflections, and design products. The analysis pinpoints
moments where the preservice teachers’ historical bodies surfaced in action,
echoing their experiences from more teacher-centred, classroom-based language
learning. Those experiences and understandings of language teaching conflicted
with the situation at hand as the preservice teachers needed to manage events in an
online language learning platform. To succeed in the task, they needed to
appropriate the pedagogical use of digital technologies, which they had not done
previously. The hybrid setting (see Nørgård, 2021; Pischetola, 2022; Ryberg et al.
2018) in the university lecturer’s office provided for the preservice teachers with
the possibility to express uncertainties and emerging concerns at the same time as
they were working with the pupils who were not physically in the same space and
where no live audio or video connection was in use.
The material space allowed the intertwining of participants and discourses
from different temporal and spatial dimensions, making action possible
(Hindmarsh & Heath, 2007; Ryberg et al., 2018). In shared workspaces,
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participants negotiate aspects related to the object of work at hand and anticipate
likely subsequent actions together. In the present research, such negotiation
typically emerges when participants are getting ready for the coming action or
when the ongoing action proceeds at a calm pace so that there is time available to
consider issues of a less urgent nature. During moments without visible timepressure, the material environment in the office and technical issues are being
resolved, e.g., setting up the laptops, organising windows and browsers on the
computer screen. There is also some negotiation related to the division of labour
between team members and the details to do with the overall project. These findings
show how the preservice teachers gain experience of taking into consideration the
various elements in organising and managing language teaching in hybrid settings
where situations can change rapidly. Compared to the classroom, it may be more
difficult to anticipate the changes as the pupils are not located in the same physical
space, and there was no visual connection between the different locations.
Nevertheless, there are also benefits in being in separate physical locations.
Since the pupils did not share the same physical space or visual or audio connection
with the preservice teachers, the negotiations and decision making in the university
lecturer’s office were rendered visible and audible for the other participants and
discussed openly. The sessions of managing online discussions for language
learning emerged as important sites of engagement where different practices and
discourse trajectories of the overall project design, the situated action of
orchestrating online language learning, and the wider framework of language
teacher education came together. The participants’ developing professional vision
and agency became foregrounded during the sessions which were characterised by
hybridity, and the intertwining of physical and digital spaces across varying
timescales. Orchestration (Dillenbourg, 2008; Littleton et al., 2012) sometimes
related to the practical monitoring and administering of the interactions with the
pupils, and sometimes to the emerging design of the learning project, evaluating
past actions and projecting future.
Articles II and III focused on the multimodal aspects of language and learning,
whereas Article IV applied the concept of intermediality in analysis. The preservice
teachers’ design products in the Coffee Shop project were analysed from the
perspective of intermediality and multimodality in order to gain an understanding
of the design products’ affordances and constraints for language learning. The use
of these two concepts side by side proved to be a fruitful tool for revealing the finegrained nature of language learning in hybrid settings. The analysis showed that the
PSTs sometimes struggled to understand how digital technologies change the
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modalities in use and how that should be taken into consideration in designing
pedagogical events. The struggle led to problems as the learning activities did not
quite fulfil the original objectives behind the design idea. The preservice teachers
reported and reflected upon those problems in their reflection papers in a way that
displayed an emerging understanding of how to design for learning in hybrid spaces.
The findings suggest that it is essential to gain an understanding of the multimodal
nature of interaction and to conduct a critical evaluation of the role of language in
social action when learning to use digital technologies for pedagogical purposes.
Building a theoretical understanding is essential as it provides the grounding and
support for practical action. The design cannot be treated as a static, ready-made
product but the nature of pedagogical interaction in hybrid environments requires
constant evaluation, decision-making, and fine-tuning the design based on the
actions taking place.
6.2

Emergence of professional vision and agency

The second research question to be discussed asked how future language teachers’
professional vision and agency emerge in the joint activities and sensemaking. The
analysis focused on the preservice teachers’ actions in the university lecturer’s
office as they were engaged in tutoring online learning activities that they had
designed as part of the course project. The preservice teachers utilised a range of
technologies that they are familiar with as students themselves or free time users
beyond formal education. However, they now needed to consider the resources
available from the perspective of the teacher, which may be a challenging
perspective switch. This switch involves the language students appropriating digital
expertise not as users of technology but as language teachers guiding school
children through social action online that differs from the everyday practice of the
language classroom at school. The perspective switch and development of
professional vision and agency is also tied to teacher identities, beliefs and
emotions (Kalaja et al., 2011; Kayi-Aydar, 2019; Kuure, 2018; Moate & RuohotieLyhty, 2014; Ruohotie-Lyhty, 2013).
As de Saint-Georges (2014) points out, an apprenticeship relationship between
the student and the teacher engaging in concrete activities together makes it
possible for the teacher to make visible not only the practical ways to act but also
the broader worldviews related to the action at hand. For the student, on the other
hand, such collaboration allows access to the worldviews and practices of the
professional arena (pp. 351–353). In terms of professional vision (Kubanyiova,
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2015; Meskill et al., 2020), the dialogue between the lecturer and the pre-service
teachers displays a (re-)configuration of interaction order where teachers and
students are equal participants in a collaborative venture.
The analysis of video materials showed how the pre-service teachers and the
lecturer together were producing a balanced interaction order of teamwork where
all the participants made their agency visible, taking full responsibility for what
was being done (see Scollon & Scollon, 2004). The pre-service teachers’ historical
bodies (Scollon & Scollon, 2004) shaped by their experience from regular
classroom work was an important base for designing the pedagogical project and
guiding schoolchildren. The teachers also had experience of online social networks
and distributed teamwork, but rather from their free time activities with the media,
social media, and gaming, than from the context of education (Gee, 1999; Lave &
Wenger, 1991).
The analysis showed how the development of professional vision and agency
was in flux. On the one hand, the preservice teachers were motivated and
committed with the design project engaging eagerly in solving various problems
and contributing to the joint venture. However, on the other hand, the teachers
expressed uncertainties about the applicability of pedagogies in their future
professions as language teachers and viewed the use of technology more as an addon feature to help create variation. Echoing experiences from traditional school
settings, the teachers found it difficult to see great changes happening in relation to
language pedagogies in the near future.
It needs to be noted that the research materials were collected prior to the
COVID-19 pandemic and the emergency online teaching that followed. The
pandemic clearly demonstrated that teachers have heterogeneous capabilities for
organising language learning in online settings. There are teachers who are
proficient users of different technologies and those who have taught languages in
online environments before the pandemic. However, many teachers needed to start
using technologies without any extra time for planning or preparing materials,
which is a daunting task even for an experienced teacher let alone those who had
little or no experience of language teaching in online environments. The findings
suggest that a collaborative, design-based model for appropriating new approaches
for teaching can be fruitful when there is enough time for reflection and
development of learning designs. The joint problem solving and meaning making
emerged as meaningful sites of engagement where the preservice teachers were
able to assume agency. It is essential to leave room for reflection and for the
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collaborative development of learning designs as these are the sites for situated
learning in meaningful action.
6.3

Studying pedagogical change using nexus analysis

Finally, the third research question to be discussed asked how nexus analysis is
suited for studying pedagogical change. Nexus analysis (Scollon & Scollon, 2004)
was applied as a research strategy in the present study because the research strategy
serves well the objective of gaining an understanding of language learning as taking
place in meaningful interaction (see van Lier, 2000, 2004; Kramsch, 2002). The
theoretical lenses of historical body, interaction order and discourses in place were
found to be useful tools in the analysis of research materials to shed light on the
complexities involved when learning to design for language learning in hybrid
environments. The literature review on nexus analytical studies in the field of
language education (Article I) highlighted that nexus analysis is particularly
suitable for studying complex phenomena. The tools of nexus analysis and the
cyclical take on research can also serve in developing the practices of language
education. Although language learning and teaching are situated actions where the
individuals’ personal trajectories meet, they also have ties to more distant
discourses related to curricula, language planning and policies among others.
Consequently, nexus analysis allowed for the examination of the different discourse
trajectories in the context of a university course for preservice teachers.
The design-driven, project-based approach of the course offered the students a
new angle for exploring and renewing their historical bodies as future language
teachers. The pre-service teachers were able to create designs for language learning
in online environments, drawing on a sociocultural understanding of language
learning (van Lier, 2007). Emphasis was put on triggering participants’ interest and
imagination leading to meaningful (inter)action. The nexus analytical lenses of
historical body, interaction order and discourses in place helped to reveal how
change becomes visible in the preservice teacher’s actions as they deal with
competing perspectives on language learning and teaching. Thus, the research
uncovered underlying complexities at play which make pedagogical change such a
slow process. The preservice teachers who participated in the university course
clearly expressed a motivation to find new perspectives to the pedagogical use of
technologies for language learning, and their aim was to design online learning
projects that would reflect the new approach. Even when there is strong motivation
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for change, the research demonstrates how difficult it is to appropriate new
perspectives and to put new theory into practice.
6.4

Implications and evaluation of the study

The research leans on the sociocultural-ecological perspective on language and
learning which means that learning is seen to take place in meaningful interaction
with other people and the environment where affordances for learning can emerge.
Nexus analysis was chosen as a research strategy as it allows for the examination
of learning as situated action which takes place at a certain moment and space, but
which at the same time, is tied to the wider societal framework and discourses.
Nexus analysis draws on a mediated view on language and interaction, which
entails that people use different mediational means, or cultural tools, to convey
meanings. People have a rich variety of resources in their use, for example, written,
spoken and signed language, music, images, gestures, movement, material and
digital objects. Interaction is therefore examined from a multimodal perspective to
gain a deeper understanding of the fine-grained and complex nature of social
interaction and the role of language in it. The complexity of interaction and the
wide range of mediational means become emphasised in environments where
digital technologies are embedded in social action. The pedagogical use of digital
technologies was the focus of the present study, and so, this research used the terms
hybrid and hybridity to conceptualise and highlight the space emerging as the
material and digital become merged.
This doctoral thesis used research materials collected from a project-based
university course where preservice teachers design and carry out an online language
learning project. The research materials were collected from two separate course
implementations: the Tech Town project in the late 2000s, and the Coffee Shop
from the early 2010s. To ensure triangulation, various research materials were
collected (see 4.3.1) and data workshops as well as joint authorship were utilised
in research. Moreover, the research drew on various methods and theoretical
concepts in the process of analysis, thereby aligning with the nexus analytical
tradition. The analysis in the sub-studies focused on the materials collected from
the interaction in the online spaces (written online discussion forums, logs from
synchronous chat session, documentation of the project work); reflection papers
written by the preservice teachers; video recordings from the preservice teachers in
Tech Town project while they were engaged in managing synchronous online text72

based chat sessions; the design products that the preservice teachers designed; and
observations of the researchers who were co-participants on the course.
The design process on the course begins as the participating preservice teachers
first familiarise themselves with sociocultural views on language learning and start
to brainstorm for creating their own project design. The objective of the orientation
phase on the course was to provide a theoretically solid base for utilising digital
technologies to create affordances for language learning. The preservice teachers’
work on the course included both face-to-face and online meetings, and most of the
work was organised in smaller teams, each having their own responsibilities which
were collaboratively assigned between the course participants. In the course
implementations that were chosen for the study, the preservice teachers carried out
the projects with real participants, thus gaining hands-on experience in putting their
designs for language learning into practice. In Tech Town, the participants were
11–12-year-old pupils from two Finnish primary schools, and in Coffee Shop the
participants had varied backgrounds ranging from school children to college
students.
The findings show that the design-driven approach can provide useful tools for
teacher education. The four sub-studies have each highlighted the need to
conceptualise our changing everyday life in the light of hybridity and the need to
promote change in practices of teacher education. Furthermore, the research
explored the interaction of preservice teachers and their designs for language
learning. The design-driven approach of the university course with hands-on work
created affordances for discussions on what language is, how languages are learnt,
how language learning should be designed, and what the role of a language teacher
is in the modern, digitalised environments. Figure 4 synthesises the main findings
of the research and attempts to illustrate different discourses circulating the action
of learning to design for language learning in hybrid environments.
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Fig. 4. Synthesis of the main findings

The mediated view taken on social interaction helped to gain a deeper
understanding of how (inter)actions are constructed in the complex, hybrid spaces.
Firstly, Articles II and III shed light on the multimodal aspects of orchestrating
language learning in hybrid spaces and showed how the collaboration required finetuned interaction between participants in situ, and how also broader discourse
trajectories related to the design and language teaching in general intersected in
interaction. The interaction was mediated through language, embodied multimodal
resources, and a complex array of diverse material and digital tools in the hybrid
environment. Secondly, Article IV shed light on the intermedial aspects of
designing for language learning. The analysis showed how the preservice teachers
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faced a new situation as they needed to consider the characteristics of digital media
for language learning and how the affordances and constraints of the online and
digital media differed from that of the classroom-based environment which was
more familiar to them. Though the designs and design process showed that it is not
such a straightforward task to change the mindset, the design-driven process
provided the preservice teachers with possibilities to discuss and reflect on the
challenges and solutions which are required for the development of professional
vision and agency (Edwards, 2007; Kayi-Aydar, 2019; Kubanyiova, 2015; Meskill
et al., 2020; Tao & Gao, 2021; Schön, 1987).
The present study applied nexus analysis to view the action from different
perspectives and thus to shed light on the complex web of discourses involved. A
careful triangulation (see Scollon & Scollon, 2004) is required to ensure the
reliability of the research project, and in this case, it was conducted by using
different types of research materials, analytical tools for analysis, and
communication within the academic community (e.g., data workshops, conference
presentations and peer-reviewed publications). However, triangulation also adds to
the complexity of conducting research and expands the scope of materials and
possible avenues for analysis. Just like many other nexus analytical studies, this
doctoral research utilised various types of research materials which created
challenges for organising and analysing the materials as well as for presenting
findings. The wide scope of materials has made it possible to conduct many rich
analyses from various perspectives, and it has been possible to cover only a small
portion of that process in the publications. Furthermore, it has been demanding to
report findings in journal articles as the length of the publication is limited and it
can be difficult to be concise yet clear enough when describing multiple materials
and different phases of nexus analytical research. Nevertheless, the collected
research materials would still allow for further analysis, especially that focusing on
the pupils’ actions during the learning project.
Consequently, the careful triangulation served in capturing the complexity of
phenomenon under study. The selected approach, nexus analysis, made it possible
to examine various discourses around language teacher education, digitalisation,
and language learning in the interactional context of the university course and the
video recorded sessions where preservice teachers were putting their designs into
practice. Moreover, the study illustrates the complex nature of future language
teachers learning to design for language learning in hybrid settings. It highlights
the need for more research that takes into consideration the complex array of
discourses and perspectives of different key actors. Furthermore, the study showed
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that nexus analysis is a suitable tool for gaining an understanding of pedagogical
events. The findings suggest that nexus analysis could even be applied as a
practitioner’s tool for developing professional vision and agency in language
teacher education. Nexus analytical lenses of historical body, discourses in place
and interaction order could be taken into systematic use when reflecting on
pedagogical action, and discussing how theoretical perspectives can be applied in
practice and how the multimodality of language and hybridity can be taken into
consideration when designing learning.
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7

Conclusion

This study focused on examining preservice teachers as they were engaged in their
design work, their actual designs for learning, and their post-project reflections in
order to gain a deeper understanding of how preservice teachers appropriate the
pedagogical use of digital technologies. The preservice teachers participated in a
university course which leaned on problem-based learning and thus involved
designing and carrying out a language learning project utilising digital technology.
The objective of the course was to create meaningful activities through which the
preservice teachers could gain experience on how to design online language
learning and how to manage online language learning.
The study contributes to the field of studies with a multimodal interactional
perspective on language teacher education preparing students to appropriate the use
of digital technologies as they approach their future career (Stickler et al., 2020).
The thesis explored how professional vision and agency emerge in the interaction
as the participants are involved in the hands-on work of orchestrating synchronous
online discussion with school children. The study also explored how the preservice
teachers’ view on language become visible in their designs for online language
learning. The findings can be applied in integrating the pedagogical use of
technologies in language teacher education in a design-driven way. Recent studies
highlight that both preservice and in-service teachers need and wish for more
training in the use of technologies for language learning (e.g., Fominykh, 2021;
Gillespie, 2020; Hubbard, 2019; Karamifar et al. 2020).
The research suggests that applying a design-driven approach to language
teacher education provides a good basis for reflective and reciprocal discussion
between theory and practice, which is in line with earlier research in the field
(Özverir et al., 2021) The design-driven model allowed the preservice teachers to
gain hands-on experience in designing for language learning in a hybrid
environment with the support of the university lecturer and other course
participants. At the same time, the preservice teachers were able to take on agency
in the role of a language teacher enriching their historical bodies by experimenting
with a new perspective on teaching as design. Their meaning-making and
negotiation work shed light on the issues a teacher may face when appropriating
the pedagogical use of new technologies.
The concepts of multimodality and intermediality proved to be useful tools to
reveal the complexities involved when designing for language learning in hybrid
environments. In the present study, the concepts were used to evaluate the
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preservice teachers’ designs. As analytical lenses, the concepts showed how the
preservice teachers’ designs and their expectations and reflections included
competing understandings of language learning. In the future, the use of the
concepts could be integrated in the course work for preservice teachers to add their
understanding on evaluating the functioning of their designs for language learning.
Future research could include exploring the practices of teacher education
further and developing the use of design-driven approaches as a tool for teacher
educators. The current research also suggests that nexus analysis provides a suitable
framework for understanding what is going on when participants engage in learning
activities. The analytical lenses of historical body, interaction order and discourses
in place can be applied as tools for teachers to gain a better understanding on
interaction during pedagogical events. The change-oriented approach of nexus
analysis can be applied in longitudinal studies to develop the practices of teacher
education as well as in developing one’s own professional expertise as a teacher.
Future research could lean on participatory approaches where teachers appropriate
the use of nexus analytical tools for personal and institutional development and thus
act as co-researchers to study the practices of language pedagogies in the era of
digitalisation.
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