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Abstract
The study focuses on the potential of technology tools in
language learning for professional purposes.
The premise is that language learning constitutes a process of
learners’ socialization into an L2 socio-cultural community with
students viewed as participants in this community through their
exposure to authentic environments. The analysis unfolds within the
discussion of the three As: Attention, Assistance and Awareness in the
process of teaching and acquisition of professional socio-cultural
competence by students of Business Ukrainian via CALL activities.
These activities are designed around various tasks that are linked to a
potential increase in students’ engagement in the virtual professional
space and to students’ acquisition of not only language proficiency, but
also professional competence. The on-line Business Ukrainian is
analyzed as a technologically enhanced authentic simulation, which
allows the learners to participate in the virtual environment and enables
them to grow into confident participants of the authentic professional
community.
Keywords
Business Ukrainian; on-line Ukrainian; professional
competence; socio-cultural competence; acquisition of Ukrainian
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Introduction
Today’s student and language learner lives in a highly mediated
world, especially in the technological, social and professional realms.
With the ongoing intervention of technology, “students are able to be
more engaged in the learning process as active learners, team builders,
collaborators, and discoverers”, with language instructors functioning
as designers, coaches, guides, mentors, and facilitators (Kelm 1996, p.
27). The present study addresses the role of technology in a language
classroom and is a contribution to the field of computer-assisted
language learning and teaching.
Scholarly attention to the array of potential technological tools for
language learning continues to be visible in computer-assisted language
learning [CALL] and teaching research. This rapidly growing field is
very rich and diversified with studies. This includes, but is not limited
to, the role of synchronous (Abrams, 2006; Blake, 2005, 2006;
Doughty & Long, 2003; Meskill, 2005; Smith, 2003) and asynchronous
communication in an L2 setting (Sotillo, 2000; Cummins & Sayers,
1995), and its resemblance to face-to-face interactions (Wang & Woo,
2007), Computer Mediated Communication [CMC] or
telecollaboration (O’Dowd and Ritter, 2006; O’Rourke, 2005;
Darhower, 2007), the explorations into intercultural communicative
competence, or intercultural pragmatics and negotiation of meaning in
L2 development (Doughty and Long, 2003; O’Dowd & Ritter, 2006;
Sykes, 2005; Sykes & Cohen, 2008), electronic literacy (Hegelheimer &
Fisher, 2006; Hegelheimer, 2006), literacy and identity construction in
L2 environment (Darhower, 2007; Meskill, 2006; Warschauer & De
Florio-Hansen, 2003; Kramsch, A’Ness, & Lam, 2000; WildnerBassett, 2005), distance-learning (Abrioux, 1989; Roblyer & Ekhaml,
2000), as well as teacher training (Kreutzer & Neunzig, 1997).
With respect to Slavic linguistics, CALL studies are very scarce.
At the time of this writing, there are only a handful of articles that deal
with teaching strategies in a Russian-language classroom with a
component of CMC (Meskill & Anthony, 2004, 2005, 2007;
Norkeliunas, 1984). With respect to Ukrainian, there is a single
descriptive summary in the CALICO Journal (Iskold, 2011) of the
Intermediate Ukrainian interactive language learning software
developed by Oksana Sachyk in collaboration with the Critical
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Languages Program at the University of Arizona, the U.S. Department
of Education, the National Security Education Programs and the
University of Arizona College of Humanities.
Access to various authentic cultural communities around the
world has been noted as one of the major gateways opened by
technology, benefiting L2 environments from both pedagogical and
learning perspectives. Importantly:




Researchers have made it clear that any benefits from engaging in
CMC are not automatically or deterministically derived from the
tools themselves (Zhao, Alvarez-Torres, Smith, & Tan, 2005;
Thorne, 2003), but rather from how CMC is used in service of
promoting meaningful interactions and real intercultural reflections.
Breakdowns can be frequent, but they also provide golden
opportunities for students and teachers alike to focus attention on
the emerging L2 system as well as new ways of conceiving of
students’ new bilingual identity. This heightens rather than
diminishes the teacher’s role in designing appropriate tasks and
raising the students’ cross-cultural awareness (O’Rourke &
Schwienhorst, 2003, cited in Blake, 2007, p. 77).

The present study discusses the pedagogical considerations of
an on-line Business Ukrainian Textbook, and how the pedagogical
objectives of this content-based resource may be achieved by means
of on-line teaching and learning tools. The students’ development of
linguistic and professional socio-cultural competence in Ukrainian is at
the center of this discussion.
Theoretical Background
In this study, language learning is approached from a sociocultural perspective, in which language learning or language
development is viewed as a social process, “socially and culturally
situated, shaped by context, and mediated by various tools and
technologies” (Thorne & Black, 2007, p. 143). Within such an
approach “individuals and environments mutually constitute one
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another and persons are not considered to be separable from the
environments and interactions through which language development
occurs.” Moreover, “knowledge is not owned solely by the learner but
is also a property of social settings and the interface between person
and social context” (Foster & Ohta, 2005, p. 403). The main premise
of this study is that language learning constitutes a process of the
learners’ socialization into an L2 socio-cultural community. Students
are viewed as participants in this community through their exposure to
authentic environments, mediated by the target language.
Please note that the very concept of authenticity has been a
subject of controversy in scholarship since the eighties. I operate with
Mishan’s (2004) set of criteria for authenticity, according to whom,
“authenticity is a factor of (1) provenance and authorship, (2) the
original communicative and social purpose of the text, (3) the original
context, (4) the learning activity based on the text, and (5) learners’
perceptions of and attitudes toward the text and the derived learning
activity” (Mishan, 2004, cited in Belz, 2007, p. 48).
With respect to the present study, the on-line Business Ukrainian
textbook represents a technologically enhanced authentic simulation,
which allows the learners to begin participating in the virtual
environment and enables them to grow into confident participants of
the authentic professional community (some of the above ideas have
been inspired by studies in pragmatic competence proposed by
Schieffelin & Ochs, 1986; Lave & Wenger, 1991; Wenger, 1998). An
environment created around authentic texts, that demonstrate the
target system of language, culture, professional environment and social
interaction, fosters maintenance of emotional authenticity among
learners and leads to acquisition of professional socio-cultural skills.
Real-world communication tools embedded in the learning process
help language learners to build upon their linguistic and professional
repertoire in a target-like socio-cultural setting.
The Text
The on-line Business Ukrainian textbook has been created by
the author of this study at the University of Alberta, Canada. At the
time of this writing, the project is near completion, available on a
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non-profit basis and may be found at:
http://www.artsrn.ualberta.ca/ukr/Business/.
The textbook consists of five chapters: Resume, Employment
and Job Interview, Official Correspondence, Finance and Banking,
and Insurance. In addition, learners have access to three Appendices,
which provide an array of functional expressions for: (A) conducting
an interview, writing a summary, conducting a comparison, expressing
oneself orally or in writing using connecting devices, and giving of
advice; (B) expressing an opinion, agreeing and disagreeing, changing
topics, misunderstanding, doubting, expressing indifference and other
conversational conventions; and (C) thanking, apologizing, bidding
farewell, congratulating, inviting, requesting and several other speech
acts that one may encounter in the professional world (and beyond).
All instructional materials are in Ukrainian. These include a
selection of authentic texts and documents (such as resumes, cover
letters, official documents, letters, etc.), images, and unscripted video
files. Various task-based exercises accompany these text collections.
Specifically, a variety of interactive exercises and activities are offered,
which students could use under an instructor’s supervision, in
collaboration with their peers, or that individuals could use on their
own (details on specific tasks are elaborated in the analysis below).
Analysis
As noted earlier, the primary emphasis of this study is on the
pedagogical component of teaching and acquisition of professional
socio-cultural competence by students of Business Ukrainian via
CALL tools. Addressed specifically is the role of Computer Mediated
[CM] tasks for their input and output in promoting linguistic and
professional socio-cultural competence. The CM tasks discussed are
learner-centered and are based on learner-computer, learner-learner,
and self-learner interactions that offer multimodal input in accord with
specific pedagogical design.
The present focus is on the three A’s, which are embedded into
the learning space: Attention, Assistance, and Awareness.
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ATTENTION

Current scholarship shows that attention, in fact, plays an
important role in Second Language Acquisition [SLA]. According to
Schmidt (2001), there is a close link between attention and learning,
and that “noticing, which requires learner focus, is an important part
of the learning process” (cited in Wang & Castro, 2010, p. 176). To
garner learners’ attention in an L2 setting the quality, relevance, and
task-orientation of input are paramount. To spark curiosity a learner
needs to be exposed to a variety of tasks and interactional contexts,
which are simulated via visual input, which is pleasant and familiar; or
if unfamiliar, then relevant and authentic. This visual input may be
regarded as an “external attention-drawing technique” (Izumi, 2002, p.
543).
Scholarship in SLA has shown that input alone is not sufficient
in fostering second language acquisition. According to Swain’s (1985)
Output Hypothesis, “language output may trigger the learner to pay
attention to the target linguistic form in order to express their intended
meaning. The noticing function of the Output Hypothesis posits that
learners may notice the gap in the IL [Interlanguage] knowledge in an
attempt to produce the target language to prompt them to solve their
linguistic deficiency in ways that are appropriate in a given context”
(cited in Wang & Castro, 2010, p. 175). Therefore, “the output is an
internal attention-drawing device” (Izumi, 2002, p. 543). The learner
needs to be given opportunities to produce output and be able to “do
things with language – in production as well as reception --- that he or
she could not have done without a nudge of assistance” (Ohta, 2001,
cited in Foster & Ohta, 2005, p. 41), leading to the discussion of the
second A: Assistance.

ASSISTANCE

Computer-assisted second language learning tasks require
learners “to work on the target language interactively with a computer
program or with other people through the medium of the computer”
(Chapelle, 2001, p. 132). Assistance in a CM environment, discussed in
the present study, is similar to assistance in a regular language
classroom; specifically one that avoids “communication breakdown, it
does not threaten face, and can draw a learner’s attention to features
of the L2 morphosyntax, phonology and pragmatics as readily as to
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lexis” (Foster & Ohta, 2005, p. 415), but also directing learners’
attention to L2’s socio-cultural, or in the present case, professional
business knowledge.
First and foremost, authentic texts themselves (verbal and visual
input) act as assistants in simulating native-like environments of the
target languaculture, capturing the attention of the learner. Tasks
developed around these authentic texts are grouped into the following
categories: co-construction, self-construction, and self-correction with otherassistance.
The co-construction category is understood as consisting of joint
production tasks that involve pairs or groups of learners (and not
exclusively in CMC environments), as well as tasks that involve an
individual learner and a computer as a partner1. In the online textbook
discussed, the co-construction tasks begin each unit with a set of
discussion questions to get learners into the mindset of a particular
topic, as in Figure 1:

Foster & Ohta (2005: 419-421), in their study of negotiation of meaning in a
language classroom, discuss the categories of: co-construction, other-correction, selfcorrection and continuers tasks in a face-to-face classroom environment.

1
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Figure 1: [Ch 1, page 1]

In Figure 1, on the left, under the Discussion sign, learners see
“Let’s talk about you” rubric and are asked the following: “First of all,
what would you like to do professionally after graduating from the
university?” and “Why is this profession attractive to you?”. These are
then followed by a set of questions on various professions that are in
demand, are popular, and are worthy of collective discussion among
learners, thus constituting co-construction tasks. Other examples of
co-construction tasks are activities, in which learners take on a variety
of participant roles in computer-mediated environments, such as job
applicants or employers. All of the co-construction activities allow
learners to engage in a variety of professional contexts, in which they
adapt different roles in the process of learning.
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Throughout the textbook discussed, in certain exercises and also
in Discussion activities, students are presented with meta-linguistic and
socio-cultural commentaries on specific cultural environments and
certain conventions that are at play. A text on how to write a resume,
presented in Figure 2, illustrates socio-cultural information
incorporated into an activity:

Figure 2: [Ch 1, Ex. 3]
Figure 2 presents instructions for a successful resume, specifically, the facts
and information which should and should not be included in this type of a
document. Figure 2 illustrates an explicit socio-cultural input as a part of an
activity.
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Empirical studies in the field of SLA, and CALL in particular,
have shown that various types of co-construction tasks promote
students’ engagement in a learning environment and increase students’
participation in the learning process through negotiation of meaning,
fostering L2 acquisition (Hampel and Pleines 2013, Hampel 2006,
Foster & Ohta, 2005).
The self-construction category focuses on assistance in self-centered
activities, or an ‘individualized’ performance. Allowing the learner to
practice and experiment with language at their own pace has been
shown to reduce anxiety (Brantmeier, 2005). Learners, navigating
through the learning process in a self-paced manner, direct their
attention to linguistic forms and their functions in various sociocultural contexts without any fear of losing face. The category of selfconstruction tasks consists of the following activities: self-discovery,
reflection, and problem solving.

Self-discovery

Examples of self-discovery tasks are the pre-reading and previewing, as well as reading and viewing tasks, which begin with
brainstorming on the topic (as in Figure 1 above), directing the
learner’s attention to new or crucial for understanding vocabulary
items. An actual reading of a text or viewing of a video, as illustrated
in Figure 3, from Chapter 4 on Banking, follows these tasks:
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Figure 3: [Chapter 4, page 4]

It’s worth pointing out that Figure 3 illustrates a culturally
peculiar topic of a credit card, “Lady’s Club” specifically designed for
women, determined to spark curiosity and hence discussion on cultural
differences. In this authentic text presented in Exercise 3 in Figure 3,
and similar other tasks of self-discovery in the textbook, learners, after

54

Nedashkivska

reading or viewing, retrieve genuine language used in the written texts
or by the native speakers in video segments. The learners then browse
for attested words and expressions, shown as underlined in the text of
Exercise 3, Figure 3, and in the Glossary (which occurs in the top right
corner of each page in the textbook; visible in Figure 1 above).
Learners are thus presented with opportunities to discover for
themselves a repertoire of forms and functions attested in authentic
contexts, while learning culturally specific information.

Reflection

Various post-reading or post-viewing activities throughout the
textbook are regarded as examples of reflection tasks. An example is
an activity following the “Lady’s Club” text discussed above (Figure
3), presented in Figure 4:
Figure 4: [Chapter 4, Exercise 4]

Exercise 4 in Figure 4 asks learners to reflect on the text they
have read above, prepare questions and discuss their thoughts in
groups, using the vocabulary items underlined in the actual text (Figure
3). In such reflection activities, learners are presented with an
opportunity to reinforce their linguistic knowledge, as well as cultural
information; in this particular case, on the banking system in Ukraine.
Overall, with a variety of topics present in the chapters, there are
numerous opportunities for learners to express their opinions or
beliefs, and voice their agreement or disagreement, as well as compare
one’s own answers with suggested or simulated answers provided in
various exercises.
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Creating complete sentences, relevant to the texts studied, may
also be regarded as reflection activities on the form and content of the
topic studied. This is illustrated in Figure 6:

Figure 6: [Chapter 5, Exercise 12]

As Figure 6 illustrates, in Exercise 12, learners are asked to finish
sentences by choosing an appropriate phrase from the list provided on
the right. This list of possible answers consists of phrases used in and
related to content of authentic texts introduced in the chapter, playing
therefore, the reinforcement role. In addition, such reflection activities
assist learners in noticing not only linguistic forms, but also culturally
specific concepts discussed in chapters.

Problem solving

Problem solving tasks have been discussed in scholarship as
mediating consciousness raising with relation to L2 linguistic and
pragmatic competence (Belz, 2007, p. 50). The importance of
problem-solving tasks may also be extended to the level of professional
competence. For instance, writing a resume, which is a type of a jigsaw
puzzle task, focuses on understanding aspects of professional
competence. Knowledge of how to structure a resume in Ukrainian
business culture goes beyond attention only to specific linguistic forms
appropriate for the context. Empirical evidence from studies in CMC
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(Blake, 2000, p. 133) confirms that the jigsaw tasks in CMC heighten
learners’ metalinguistic awareness of where they are in their L2 and
where they still need to go in order to gain more target-like proficiency.
In addition to structuring a resume, an activity that combines questions
and appropriate answers during a job interview may also be regarded
as a problem solving task, as illustrated in Figure 7:

Figure 7: [Chapter 2, Exercise 11]

Figure 7 demonstrates an activity in which students are asked to click
and drag answers, which may be posed during a job interview, from
the right to their appropriate job interview questions on the left. In this
activity (partially represented above in Exercise 11, Figure 7), along
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with attention to linguistic forms and meanings, learners also focus
attention on the appropriateness of answers to particular questions in
a professional environment.
A Crossword puzzle, a leisure type of problem-solving activity,
is illustrated in Figure 8:
Figure 8: [Chapter 4, page 5]

The crossword presented in Figure 8 is structured around
content of the Banking and Finances chapter and is one of the last
activities of the unit. Crosswords are fun, they provide a thrill, and at
the same time direct learners’ attention to new vocabulary items; thus
are beneficial to the learning process.
Problem solving tasks, such as applying for a job, participating
in a job interview, opening a bank account, or applying for a mortgage
without the actual threat of failure which exists in the real world, assist
learners by promoting their direct engagement in the learning process
as well as their self-confidence.

Self-correction with Other-assistance

The opportunities presented to learners to navigate through the
self-construction tasks discussed above, allow learners to notice forms
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and functions present in given texts. By noticing these various forms
and their functions in various contexts, students engage in selfconstruction.
The Business Ukrainian textbook features assistance in a form
of self-correction, in which a self-correction is defined as self-initiated
or self-produced based on some prompts from the other party, that is,
with ‘other-assistance’2. Figure 9, an example of a self-correction
activity, presents a task of creating an official autobiography, which is
an important document in Ukrainian business dealings:

Figure 9: [Chapter 3, Exercise 12]
2 My definition of self-correction diverges from one offered by Foster and Ohta
(2005), according to whom, self-correction is understood “as self-initiated, selfrepair, and occurs when a learner corrects his or her own utterance without being
prompted to do so by another person” (Foster & Ohta, 2005, p. 420).
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In Figure 9, the learners’ task is to create an autobiography from
a collection of sentences, given on the right, which would normally be
used in such a document, presented initially in no particular order.
Learners are asked to place these sentences in an appropriate
chronological as well as logical order by matching sentences from the
right to their numerical place in the document, marked on the left.
After finishing this activity (and similar others), learners have an
opportunity to check for appropriateness of their answers by clicking
on the top middle tab Перевірка ‘Check’. Although there is the ‘other’
that indicates when the answer is correct or incorrect, the learner
nevertheless needs to find a correct answer on his/her own in order to
complete the task.
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In addition, there are activities that provide learner-directed
feedback via pop-up windows containing suggested answers, or those
providing instant feedback on correctness, as in Figure 10:

Figure 10: [Chapter 4, Exercise 6]

Figure 10 illustrates an activity, in which learners are asked to
choose appropriate vocabulary items from a list given to the right for
each sentence. This is an example of learners’ self-practice on
comprehension of linguistic forms and contents on Banking and
Financing. This activity also incorporates instant feedback on
appropriateness of choices on the part of a learner (Перевірка ‘Check’
tab at the bottom center).
Learning tasks of co-construction, self-construction, selfcorrection with other-assistance, discussed in the foregoing, are all
examples of assistance. These types of assistance entail learners
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directing their attention to target language forms, functions and sociocultural information. These tasks create a supportive, non-threatening
environment that ultimately leads to an increase in L2 production and
eventually proficiency. The discussion above reinforces the point made
by Foster and Ohta that “what the learner can be assisted in doing is
soon to be something that the learner will be able to do without help”
(2005, p. 413).
AWARENESS

Input, which is an external technique of triggering Attention, as
well as Assistance in output, which is an internal attention-drawing
technique, both contribute to raising Awareness in linguistic, cultural
and professional competence in the act of producing language.
Awareness-raising tasks in the textbook discussed are those that direct
learners’ attention to professional and culturally appropriate aspects of
language use, as well as awareness of culturally appropriate conduct. In
particular, these tasks are designed to make learners consciously aware
of similarities and differences between their own and the target
culture’s situational language use and conduct. Some examples of the
awareness-raising output tasks that have already been discussed above
(writing a resume or an autobiography, as well as problem-solving
activities). With respect to an autobiography, for instance, students are
asked to discuss similarities and differences between an autobiography
and a resume. Additional illustrations of awareness-raising activities are
tasks of learning how to write various types of official letters,
demonstrated in Figure 11:
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Figure 11: [Chapter 3, Exercise 9]

In Figure 11, Exercise 9, students are presented with a set of
expressions that are appropriate for various types of professional
correspondence. This exercise exemplifies culturally specific input.
Following this input, learners are invited to complete a sample of an
official business letter, as in Figure 12:
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Figure 12: [Chapter 3, Exercise 13]

In Figure 12, learners are asked to type appropriate vocabulary
items into the empty boxes in the text by choosing from a list provided
in the instructions. Exercise 13 in Figure 12 is an example of learners’
self-practice that incorporates culturally specific input on business
correspondence, raising learners’ awareness of linguistic and cultural
intricacies of dealings in this professional domain3.
Awareness-raising input with respect to professional conduct in
a target culture constitutes an important element in the learning of
3 Instant feedback on appropriateness of choices is incorporated into this activity
(Перевірка ‘Check’ tab at the bottom center/left). Prompts are given also upon
learners’ request (Підказка ‘Hint’ tab at the bottom center/right).
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language for professional purposes. In the textbook discussed, such
input is delivered via authentic video segments about how to prepare
for a job interview, how to behave during an interview, or even how
to dress for a successful job interview (cf. Chapter 1, video segment
“Resume”). Overall, the awareness raising tasks aid students in figuring
out not only socio-cultural meanings encountered in the learning
environment of the target language and culture, but also those outside
the classroom, or even outside the CM texts.
The three A’s discussed above work in close interconnection
with each other: all benefit from each other and all strengthen one
another. With respect to CM tasks in the present case, these three A’s
ultimately lead to the forth A, the Acquisition of linguistic and
professional socio-cultural competence of learners of Business
Ukrainian.
Figure 13: The 3A’s

ATTENTION

ASSISTANCE

AWARENESS

ACQUISITION
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Needless to say, the level of acquisition will vary from learner to
learner. As Yule (1996) noted, the “way in which we express and
interpret meaning is centrally tied to our assumptions, goals, and
backgrounds” (cited in Sykes, 2008, p. 38) and the progress in the
learning process will depend on the individual learner. Some learners
will demonstrate improvement in their attention to and production of
form, the others will show their amelioration in sociocultural
knowledge. Nevertheless, it is argued above that the amalgamation of
the AAAs constitutes the pillars of the acquisition.
Conclusion
“[T]he march of technology throughout all aspects of the lives
of language learners is expanding whether it be through formal
education or in their everyday lives” (Chapelle, 2007b, p. 108).
Computer Mediation expands the variety of discourse options to
which learners have access, creating an array of opportunities for
exposure and performance of L2 language and professional
sociocultural competence in meaningful interactions. CMC also allows
for a more agentive participation in the language performance
activities, in which learners become social actors who attend to realworld tasks.
As shown with the example of the Business Ukrainian textbook,
learners are presented with opportunities to participate in simulated
near-authentic environments, and practice various types of interactions
prior to engaging in real-world scenarios. In addition, the authenticity
of content contributes to learners’ development of navigational
strategies necessary in an authentic space. Kramsch and McConnellGinet (1992, p. 5) astutely point out that “[s]ociocultural contexts
cannot be reduced to an inventory to be “mastered”…they are not
only too rich and various but also in constant flux as people reshape
them through speaking and other forms of social interaction. Yet
students can come to understand the centrality of context to linguistic
communication and can develop some ethnographic skills to help
them better understand the relevant contexts for their own uses of the
target language” (cited in Stykes, 2008, p. 38). The present study
supports this point of view and stresses that the tasks created around
authentic texts allow for the maintenance of emotional authenticity
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among learners. Therefore, if learners gain the socio-cultural and
professional competence in the practice immersive CM space, they
prepare themselves for real or target-cultural professional interactions4.
In the matrix of the AAAs, the learners are placed in roles of
engaged language observers and receivers, active language performers
and participants, as well as professionally aware language users.
The discussion above focused on one example of a professional
socio-cultural learning space, in which students can explore the
Ukrainian business culture along with the acquisition of linguistic
forms. As language educators and teaching resource designers, we
continue to have a vested interest in creating new and exciting
opportunities for our students and in assisting them in navigating the
modern and diverse languacultural world.

Sykes focuses on pragmatic competence and states: “if learners gain the pragmatic
skills necessary in the practice space, they will be more prepared for authentic
interaction” (Sykes, 2008, p. 56).

4
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