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FORORD
Anne Holmen

Jeg har arbejdet med implementering af digitale tekno-
logier i undervisningssystemet i det meste af mit ar-
bejdsliv. Jeg har haft fokus pa de kreative muligheder i
digitale metoder og vaerktajer og p& de problemer, der
kan opsta, nar undervisningen benytter disse, uden at
fagforstdelser og opgaveformuleringer folger med. ... Al-
ligevel synes jeg, at 2020 har vaeret et alvorens ar for
peedagogisk it. Digital undervisning opharte fra den ene
dag til den anden med at vaere et mere eller mindre ek-
sotisk alternativ, der i nogle situationer er forstyrrende,
og [ andre situationer potentielt fremmer undervisnin-
gens effektivitet. I stedet blev den til en situation, hvor
mantraet "digitaliseringen af undervisningen bor stude-
res som et vilkar, snarere end som en binaer beslutning
(digitaliser eller ej), som kalder pa et entydigt effektori-
enteret svar fra forskningen” gik fra at vaere akademisk
tdgesnak for de indviede til noget, som ethvert barn i
mellemskolen kunne se var indlysende sandt.

S&dan skriver Morten Misfeldt, som er leder af Center for
Digital Uddannelse p& Kgbenhavns Universitet. Hans ind-
laeg med titlen “Tidskapsel. Paedagogisk alvor” er et af i
alt 11 korte indlaeg i et temanummer af Dansk Universi-
tetspaedagogisk Tidsskrift (DUT), der omhandler univer-
sitetsunderviseres erfaringer med omlaagning af under-
visningen i 2020. Redaktgren af DUT, Katrine Lindvig,
praesenterer oplaeggene som nogle, der fastholder erfa-
ringer og oplevelser fra den tidskapsel, som Corona har
skabt, og som er praeget af bdde frustrationer og nye
muligheder.

Den aktuelle artikelsamling seetter ogsa fokus p& under-
viseres refleksioner over de nye padagogiske vilkar i
tidskapslen i foraret og sommeren 2020 og iseer pa deres
egen rolle som undervisere i et sprogfag. I alle artikler
rapporteres om frustrationer og skepsis pa bade egne og



deltagernes vegne, men ogsa om nyerhvervede kompe-
tencer af bade teknologisk og paedagogisk art. Derfor in-
deholder samlingen ogs& mange gode rad til undervisere
i sprogfag, der i fremtiden gnsker at inddrage online-ak-
tiviteter i undervisningen. Alle artikler har forbindelse til
Kgbenhavns Universitet, og alle seks er erfarne undervi-
sere. I den fgrste artikel forteeller Marie Moestrup Lund-
sager om en undervisning i dansk for internationale
danskstuderende, som fra mange forskellige lande virtu-
elt bringes til et sommerkursus i Danmark. Den anden
artikel indeholder Elina Maslos paedagogiske refleksioner
og fx ogsa uddrag fra hendes dagbogsnotater fra under-
visningen i andetsprogspaadagogik, dvs. en kompeten-
cegivende uddannelse for undervisere af voksne i dansk
som andetsprog. I den tredje artikel diskuterer Janus
Mortensen fordele og ulemper ved den pludselige om-
laegning af engelskfaget pa Kgbenhavns Universitet til
forst hybrid og sd ren online undervisning. Forfatteren til
den fjerde artikel, Michelle Lund Ossipoff Holmkjeer, var
selv deltager i Elina Maslos undervisning i andetsprogs-
paedagogik og giver i artiklen en raekke eksempler pa,
hvordan hun har hdndteret digital danskundervisning pa
et sprogcenter. I den femte artikel fortzeller Sophie
Swerts Knudsen om andringerne af et veletableret kur-
sus i “"Presentation techniques” (under English for Aca-
demic Purposes), der henvender sig til bade internatio-
nale og danske studerende. I den sidste artikel inddrager
Marie Mgller Kristensen bade sine egne og deltagernes
erfaringer med digital undervisning pd et danskkursus
for medarbejdere pad Kgbenhavns Universitet. Alle seks
er blevet bedt om at fastholde deres erfaringer med den
farste omlaegning af deres vante undervisning. De deler
mange iagttagelser med de 11 opleeg i DUTs temanum-
mer: fgrst og fremmest en bekymring for relationerne
mellem deltagerne og mellem underviser og deltagere,
men ogsa en opmaerksomhed pa, at kommunikationsfor-
merne andrer sig i det virtuelle rum. Det betyder noget
generelt paadagogisk og ekstra-meget, nar sprog er bade
mal og middel.



De tre redaktgrer, Karen Margrete Frederiksen, Pernille
Hvalsge og Sanne Larsen, skal have en stor tak for, at
de fik ideen til denne artikelsamling. De kunne se, at vi
alle kan blive klogere af at reflektere over, hvad andrede
vilkar betyder, og at det er vigtigt for den videre udvik-
ling inden for sprogfagene, at vi husker den paedagogi-
ske alvor i digitaliseringen.
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sue/view/9170/1404
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EN SOMMER PA ZOOM

REFLEKSIONER OVER RELATIONER OG L/ARING PA ET
ONLINE SOMMERKURSUS I DANSK SPROG OG KULTUR

Marie Moestrup Lundsager
Indledning

P& Center for Internationalisering og Parallelsproglighed
(CIP) pa Kgbenhavns Universitet har vi haft glaeden af at
kunne udbyde Sommerkursus i dansk sprog og kultur
under kulturaftale-programmerne i fire r. I de sidste tre
ar har vi i august maned derfor haft besgg af en flok
spaendte og glade internationale studerende, som hver
dag fik fire lektioners danskundervisning og derefter
drog ud i byen for blandt meget andet at tale om kunst
pa Statens Museum for Kunst, undersgge “danskhed” pa
Nationalmuseet, drikke kaffe hjemme hos en dansker og
spille kongespil i Kongens Have.

Sommerkurserne er blevet afholdt i regi af kultur-
aftale-programmerne under Uddannelses- og Forsk-
ningsministeriet siden 1990erne. Videregdende uddan-
nelsesinstitutioner, hgjskoler og sprogskoler har kunnet
sgge om at afholde kurset. Kurserne har bestdet af 60
lektioners danskundervisning (4 lektioner dagligt i 3
uger) samt et kulturprogram, og formalet har vaeret at
udbrede kendskabet til dansk sprog og kultur blandt
udenlandske studerende, som studerer dansk ved deres
eget universitet. Studerende fra 41 lande kunne sgge om
optagelse pa kurset.

De optagne studerende pa CIPs sommerdanskkur-
ser har alle fire &r veeret studerende, som taler dansk pa
et hgjt niveau, og mange af dem har for laengst laest
bdde Helle Helle og Pontoppidan og terpet hans/hen-
des/sin, sit, sine i en grad, sa de sandsynligvis ville
kunne irettesaette mangen en mindre sprogbevidst dan-
sker. Til gengeaeld breender de for at nuancere, udvide og
ikke mindst bruge deres dansk!

I august 2020 afholdt vi pd grund af Covid19 for
fgrste gang kurset online. Ti studerende fra universiteter



i USA, Serbien, Bulgarien, Rusland, Skotland, Tyskland,
Ungarn og Kina gennemfgrte kurset. Den yngste var om-
kring 19 og den zldste var i midten af 50erne. Feelles for
dem alle var danskfaerdigheder omkring B2 niveau og en
stor interesse for dansk sprog og kultur - samt selvfgl-
gelig mod pa at bruge det meste af august maned pa
Zoom.

Undervisningen foregik pa@ Zoom, og kulturdelen
blev udfoldet i videoture til seveerdigheder og museer,
udforskning af digitale museumssamlinger med opgaver,
"skattejagter” og deltageroplaeg, foredrag pa@ Zoom samt
en uformel samtale med danskere. Vi arrangerede des-
uden online fredagsbar med quiz og hyggesnak som so-
cial aktivitet.

Figur 1: Min arbejdsplads i 3 uger



Efter kursets afslutning stillede jeg pa mail deltagerne
folgende spgrgsmal:

Hvad motiverede dig til at deltage p& kurset alligevel, da
du fandt ud af, at det ville blive online?

Har du lavet noget socialt med nogle af de andre kursus-
deltagere uden for undervisningen i lobet af de tre uger,
fx chattet, zoomet, talt i telefon eller andet?

Tror du, du kommer til at holde kontakten med nogle af
de andre deltagere p& kurset efter at kurset er slut?

Fire studerende vendte tilbage med svar, som indgar i
falgende refleksioner, som kredser om etableringen af
relationer pa dette virtuelle kursus - refleksioner, jeg er
optaget af, fordi jeg generelt har oplevet en sammen-
haeng mellem gode relationer pa holdet og lzering.

To Zoom or not to Zoom

P& CIP havde vi mange overvejelser, fgr vi besluttede os
for at sige ja til at afholde kurset online. Var de stude-
rende for det fgrste overhovedet motiverede for at del-
tage, ndr kurset var online? De studerende havde ansggt
om optagelse pa et fysisk sommerkursus med sprogun-
dervisning, kulturoplevelser i Kgbenhavnh og omegn og
en masse sociale aktiviteter sammen med en gruppe li-
gesindede studerende. S& kom Covid19-nedlukningen,
og kurset blev omlagt til et online kursus. Man kan vist
godt antage, at de blev skuffede, og af de oprindelige 15
optagne deltagere og de 16 studerende p& venteliste,
startede 11 p& kurset og 10 gennemfgrte kurset.

De studerende giver adspurgt efter kurset udtryk
for, at det var kaerligheden til dansk og ambitionerne om
at forbedre deres sprogniveau, der motiverede dem til at
deltage pa det online kursus. En studerende formulerer
det saledes:



"Jeg var motiveret til at deltage pa kurset, selvom det
var online, fordi jeg vil laese i Danmark som kandidatstu-
derende. Dette kursus virkede som en fantastisk mulig-
hed at forbedre mig til dansk. Det er sjeeldent at have
mulighed for at studere et sprog s& intenst som vi har
gjort, men ogsd péa en sjov made, hvor vi laerer ikke kun
om grammatik, men ogsa om historie, musik, kunst og
litteratur.”

En anden svarer:

"Selvfalgelig var jeg meget ked af det at fysisk sommer-
kursus blev aflyst p& grund af corona-krisen. Det var al-
tid min drom at laese dansk, og derfor besluttede jeg at
deltage pd kurset alligevel, for at forbedre mit sprogni-
veau. "

Et lignende svar lyder: "Jeg ville gerne forbedre mit dan-
ske sprog og hvis pa internet er den eneste made sa er
jeg med.”

For en helt tredje er det meget enkelt: "Fordi jeg sim-
pelthen elsker - elsker - elsker dansk og Danmark, og
jeg er ganske ivrig efter at laere s& meget som muligt om
dem.”

Disse studerende zergrede sig sdledes over, at det fysi-
ske kursus ikke kunne afholdes, men ambitionerne og
keaerlighederne til dansk og Danmark vejede tungere.

Benspaendene og de digitale studerende

Hvordan er det at blive sendt ud i et Breakout Room med
et vildtfremmed menneske og lave gruppearbejde?
Hvordan far de studerende mod pa at bruge laeringsrum-
met aktivt, nar det er fyldt med mennesker, de aldrig har
set og sikkert aldrig mgder? Og hvad med tekniske ben-
spaend, tidsforskel og Zoomudmattelse?
Zoomudmattelsen kom som ventet. Nogle stude-
rede keempede desuden med stor tidsforskel, to sad fx i
Seattle og fik vendt op og ned pa dag og nat. De tekniske
og klassiske benspaend bankede ogsa pa dgren i form af
den evindelige venten p& skaerme, der deles, og lyd, der



justeres. For ikke at tale om internet der vakler, afbry-
delser og tilbagevendende spgrgsmal som “Kan I hgre
mig?”, "Kan I se min skaerm nu?”, mutede svar og en
deltager, der skulle mindes flere gange om at bruge ka-
mera.

Mange af de studerende pa kurset var pad den an-
den side gode til at lade os alle vide, at de var med os
derude med deres opmaerksomhed, grin, svar og bade
fysiske og digitale “thumbs up’s”. I undervisningen fun-
gerede Zooms chatfunktion sidelgbende som et ekstra
lille talergr med uddybende svar, spgrgsmal, links etc.

Forpligtende Zoom-taleture

Taleture pa fx Zoom udspiller sig imidlertid bare ander-
ledes end taleture i et fysisk rum. Det lader sig vanske-
ligt gore at afbryde, supplere eller bare komme med sma
responsytringer, som far samtalen til at glide og bekraef-
ter den talende i, at der er interesserede modtagere til
stede, og ofte er tilhgrerne jo mutede af hensyn til lyd-
kvaliteten. P38 den ene side kan man ikke se sine samta-
lepartnere i gjnene eller aflaese deres kropssprog, pa den
anden side hviler alles gjne pa én, og man bliver ikke
afbrudt. Det kan derfor efter min mening fgles dels, som
om en taletur pd Zoom forpligter mere, og dels som om
en tilhgrerrolle forpligter mindre end i et fysisk made.
Et dagligt indslag p@ sommerkurset var fx morgen-
sang med kort deltagerpraesentation af sangen - en lille
opgave, som vi ogsa de tidligere &r har stillet de stude-
rende pa det fysiske kursus, og som har fungeret som
en dejlig og uformel made at fa sparket dagen i gang pa.
For det meste fortalte de studerende kort om sangen,
kommenterede teksten og pegede pd interessante ord,
hvorefter vi hgrte nummeret.
Nar de studerende pad det online kursus skulle praesen-
tere en sang, lgste mange af dem imidlertid opgaven vir-
kelig grundigt og udtgmmende med power point slides
med tekst, billeder og links, hvilket jeg ser som et udtryk
for, at taleturen opfattes som ret forpligtende.
Interaktionen pé’) Zoom blev overordnet |gftet af, at
en del af de studerende var aktive, vant til online under-



visning og havde mod til at give lyd. Andre holdt sig des-
veerre lidt mere tilbage, og det kreaever efter min mening
0ogsa mere mod at tage ordet pa Zoom end i et fysisk
mgde. Det er sandsynligt, at de tilbageholdende stude-
rende var kommet mere pa banen i det fysiske klasse-
rum, hvor de havde leert resten af holdet og undervi-
serne bedre at kende og omvendt, og hvor det kan fgles
mere naturligt bade at tage ordet og slippe det igen. En
deltager fortaeller i kursusevalueringen, at vedkom-
mende de sidste m&neder har oplevet, at han eller hun
snakker mindre i Zoomundervisning end i fysisk under-
visning trods bevidstheden om, at man laerer mere af at
snakke mere.

Relationerne og leeringen

Relationerne er normalt vigtige pd denne type kursus,
fordi de studerende er pd et 3 ugers ophold i et land,
hvor de maske aldrig har vaeret fgr og ikke kender no-
gen. Her bliver det umuligt at kgre sit eget Igb og have
naesen begravet i grammatikbogen. De studerende bli-
ver presset til at haeve blikket op fra bggerne og kigge
ud over Kgbenhavn og bruge hinanden, byen og kulturen
til at udvide deres ordforrad og kulturelle bevidsthed,
mgde modersmalstalende danskere og andre danskta-
lende indbyggere og vove sig sprogligt ud pa& dybt vand.
Derfor haenger deres udbytte af kurset sammen med, at
de opbygger relationer til de andre studerende pa holdet.
Der skal med andre ord pa kort tid opbygges relationer,
der giver tryghed nok til, at de tgr deltage aktivt, tale
frit, sige noget dumt, lave fejl, traene udtale og bruge
feedbacken fra b&de underviser og holdkammerater kon-
struktivt. Derfor er det essentielt for mig som underviser
at facilitere dette.

Faellesskabet opstar normalt let, for de studerende
er jo i samme bad, bade hvad angar at studere dansk og
at veere pd udebane pd et sommerkursus i et andet land.
I ar var sommerkurset imidlertid ikke helt pd samme
mé&de en tur i samme b&d. Kursisterne sad i hver deres
bas i hvert deres land, foran hver deres computer, ma-
ske med headset pa, med en kop kaffe i h&nden, med



deres kaledyr, med dyne pa for en af de kursisters ved-
kommende, for hvem det p& grund af tidsforskellen var
midnat og ikke morgen. Det er ikke pa samme made gi-
vet, at der opstar sociale relationer pa et online kursus,
for det kraever alt andet lige, at de studerende formar at
agere forholdsvis tillidsfuldt og naturligt pa dansk i et di-
gitalt leeringsrum, hvor de ingen kender.

To studerende giver adspurgt efter kursets afslut-
ning udtryk for, at de faktisk havde kontakt med nogle
af de andre studerende uden for undervisningen, og at
de fik nye bekendtskaber, som de gerne vil holde kon-
takten med.

"Jeg har chattet med et par kursister i lgbet af kursets
tre uger. Jeg har zoomet med én ar dem, med en anden
skal jeg nok have et videoopkald, som jeg enormt glae-
der mig til. Med flere kursister er jeg blevet venner p&
forskellige sociale medier, men jeg har ikke chattet med
alle af dem.”, skriver en kursist.

En anden fortzeller:

"Der var nogle meget interessante mennesker pa kurset,
og jeg er sikker pa, at vi vil holde kontakten efter vores
zoomsommersprogkursus. Jeg hdber desuden, at vi vil
blive gode venner i fremtiden, og jeg synes virkelig, at
det er muligt.”

Men en tredje kursusdeltager svarer, at han hverken
talte med de andre studerende uden for undervisningen
eller hari sinde at holde kontakten med andre fra kurset:
"Det er bare ikke det samme som fysisk sommerkursus.”

Et fjerde svar lgd: “Det kunne jeg godt onske men det
er svart nér man aldrig har modt i virkeligheden. ”

Selvom de studerendes erfaring med at modtage online
undervisning nok medvirkede til, at mange af dem for-
maede at interagere ubesvaeret med bade undervisere
og medstuderende, kunne mere tilbageholdende stude-
rende lettere g under radaren, fa mindre taletid og in-
teragere mindre socialt med de andre. Disse studerende
havde givetvis f3et et stgrre sprogligt skub pa det fysiske
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kursus med dets feellesskabsskabende stemning, kon-
stante kommunikation pa dansk og intensive program
fyldt med sprogligt og socialt udfordrende arrangemen-
ter. Der var dog vilje til at opbygge et feelles, socialt,
serigst og hyggeligt digitalt leeringsrum, hvor der fandt
sprogleering sted, og deltagernes evalueringer er over-
ordnet meget positive og peger pa, at de har leert meget.
Jeg har gennem arets sommerkursus erfaret, at sociale
relationer godt kan etableres og udfoldes pa et online
kursus, men jeg vil arbejde for at fa flere redskaber til at
kunne skabe endnu bedre rammer for det sociale i et
online laeringsrum. Et par idéer er at ggre endnu mere
brug af par- og gruppearbejde, hvor deltagerne mgdes
online og samarbejder om hjemmearbejde, fa deltagerne
selv til at arrangere fredagsbar eller quizzer og anvende
sociale medier til at udvide det faelles forum.

Der foreligger i skrivende stund et finanslovforslag
om at nedlaegge disse kurser, hvilket jeg selvfglgelig er
ked af. Skulle jeg fa chancen for at undervise pa som-
merkurset igen, online eller fysisk, tager jeg imod den
med kyshand. Kurset er nemlig hvert ar en spaendende
og intens oplevelse, hvor man udvikler sig som undervi-
ser, og samtidig er det en fryd at opleve de studerendes
entusiasme og glaede ved dansk sprog og kultur og ved
at mgde ligesindede studerende - en vaesentlig drivkraft,
man ikke kan se bort fra, heller ikke i et online lzerings-
miljg.
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“OF OTHER SPACES” - REFLEKSIONER OVER ERFARIN-
GER MED AT ETABLERE LAERINGSRUM ONLINE 1
FORHOLD TIL TID, STED OG INTERAKTION MELLEM
MENNESKER

Elina Maslo
Indledning

Da verden pludselig lukkede ned i foraret 2020, og
mange medarbejdere blev opfordret til at blive hjemme
og arbejde hjemmefra, oplevede vi i saerlig grad det som
geografen David Harvey i 1989 beskrev som “space-time
compression” (Harvey, 1989). Tilbage i 1989 skrev Har-
vey, at forholdet mellem tid og sted zndres i takt med,
at mennesker opfinder nye maskiner og teknologier, som
enten reducerer eller fuldstaendig udsletter de distancer,
som vi er vant til at male med tid og afstand. Dengang
var der tale om opfindelsen af kommunikationsteknolo-
gier som telegraf, telefon, fax og internet, som andrede
forholdet mellem tid og sted i vores hverdag og arbejde.
Og ikke mindst udvikling af moderne maskiner som tog,
bil og fly bidrog til det samme med konsekvenser for det
enkelte menneske, byer, lande, deres gkonomi og livs-
vilkar. I foraret 2020 skete der noget med forholdet mel-
lem tid og sted, og i den m&de mennesker lever i det,
mens de laerer, som jeg er optaget af at undersgge i
denne artikel.

Da vi i foraret 2020 blev sendt hjem og begyndte
at undervise udelukkende online, havde vi i mange ar
b&de brugt informations- og kommunikationsteknologier
i vores undervisning, og vi havde selvfglgelig ogsa brugt
de moderne maskiner til at bevaege os rundt i verden.
Bevidst eller ej havde vi i mange ar succesfuldt navigeret
i den kompleksitet, som Harvey beskriver i 1989. Allige-
vel sker der noget bemaerkelsesveerdigt i overgangen til
udelukkende online undervisning. Vi arbejder hardt pa at
etablere online laeringsrum, som lever op til vores pae-
dagogiske idealer. Noget er anderledes. Noget, som vi
ved er der, men som vi har svaert ved at szette ord pa.
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Kontekst - lidt fra dagbogen

I denne artikel tager jeg udgangspunkt i mine erfaringer
som underviser pa modulet andetsprogspsedagogik pa
Master i dansk som andetsprog ved Kgbenhavns Univer-
sitet i foraret 2020. I ugerne efter universitetet blev luk-
ket for fysisk fremmgde, skrev jeg dagbog, hvor jeg ned-
skrev mine refleksioner i forbindelse med undervisning.
Her er lidt om, hvordan det hele startede.

Den 11. marts 2020 skete der noget, som ingen
ar os havde set for eller kunne forudsige. Fra
mandag den 16. marts blev alle skoler i Dan-
mark lukket for fysisk deltagelse. De fleste blev
hjemme allerede den 12. marts. Siden har vi
kaempet med at etablere muligheder for online
undervisning. Laerere og foreeldre fik travit. Jeg
kom sent pa vognen. De forste dage gik med at
begribe situationen. Er det overhovedet muligt?
Jeg tror jeg var [ chok. Forst den 18. marts,
mens jeg forberedte min undervisning pd Ko-
benhavns Universitet, gik det op for mig, at den
neermeste fremtid havde aendret sig radikalt, og
at jeg skulle finde nye veje og bruge de nye mu-
ligheder. Jeg kunne ikke selv se mulighederne,
ikke i dagene efter chokket. Forst da Karen-Mar-
grete - en god kollega og inspirationskilde p&
Kobenhavns Universitet — skrev til mig i forbin-
delse med en undervisningsgang, som vi skulle
samarbejde om, gik det op for mig. Ja, skaebnen
ville, at lige den undervisningsgang, som Vi
skulle samarbejde om, hed “Integrering af infor-
mations- og kommunikationsteknologi i andet-
sprogslaeringen” og skulle finde sted den 23.
marts 2020. Jeg fik en mail fra min kollega i for-
bindelse med dagen:

“Jeg har taenkt pa, at den situation vi er i nu, jo
medfarer, at alle undervisere og studerende op-
lever nye undervisningsformer, leerer nye meto-
der, apps, platforme, leeringssystemer osv. at
kende. Det betyder, at dine studerende er i en
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unik, men i temaets sammenhaeng fuldstaendig
optimal situation, fordi de bdde bliver undervist
pd nye mader, men ogsé selv — hvis der er no-
gen af dem, der underviser indenfor dansk som
andetsprog - ogsa selv afprover nyt” (fra en
personlig mailkorrespondance).

Sikke en ajenabner! Hvordan s3 jeg det ikke
selv? Der blev straks oprettet diskussionsfora pa
vores interne leeringssystem Absalon til videns-
og erfaringsdeling og til diskussioner om modu-
lets emner. Dagen blev planlagt som workshop
med vidensdeling og udvikling med henblik pd
den aktuelle situation pa skolerne.

S&dan skrev jeg fx i et diskussionsrum, som fik
overskrift "Hvad kan vi leere af vores forste ses-
sion online den 26. marts 2020?”:

Keere alle, tak for jeres deltagelse og engage-
ment i vores forste online session i dag. Hvad
lzerte jeg i dag?

- at deltagernes engagement og initiativ er helt
grundleeggende, hvis online-projektet skal lyk-
kes - tusinde tak til jer alle!

- at man skal bruge flere rum for at samarbejdet
skal kunne fungere. Og der skal skabes struktur
og overskuelighed i disse rum, ikke mindst kro-
nologisk (se mail)

- at tingene tager laengere tid end face-to-face,
hvorfor det ogsd kunne vaere godt med en rea-
listisk tidsplan

- at det er meget vigtigt, at indholdet i under-
visningen laegger op til diskussion.

Skriv gerne, hvad I har laert og hvordan vi kan
bruge det fremadrettet. Vi har nogle gode uger
med online undervisning i sigte!

(fra min underviserdagbog, skrevet i marts 2020).
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Det var begyndelsen pa tre maneder med online under-
visning p& modulet andetsprogspaedagogik. Det var ogsa
begyndelsen pa forsgg med etablering af meningsfulde
online laeringsrum i samarbejde med de studerende. Og
mange refleksioner over, hvad der mest giver mening
hvor og hvorfor - i forhold til tid, sted og interaktion
menneskerne imellem.

Space - at finde vej i kompleksitet

Det er stadig lidt tidligt at generalisere pa vegne af lzae-
rere og undervisere, hvor nem eller sveer deres overgang
til online undervisning har veaeret. For mig personligt har
det veeret en spsendende, men ogsa kraevende proces
med mange refleksioner, usikkerheder og spgrgsmal. Pa
trods af at jeg har erfaring med blended learning fra tid-
ligere, har overgangen til 100 % online kommunikation
med de studerende konfronteret mig med en raekke
spgrgsmal, som jeg diskuterer i denne artikel. Helt over-
ordnet handler mine spgrgsmal om, hvordan man finder
vej - og ikke mindst viser vejen for de studerende -
igennem en meget kompleks verden, som vi er en del af.

Ja, vi har leenge vidst, at verden er kompleks og
dynamisk, foranderlig og flydende, simultan og uendelig
og altid under konstruktion. Vi har ogsa laenge vidst, at
sm& aendringer kan pdvirke store processer, og at selv
om vi ved sa8 meget om verden, er der s& meget vi ikke
kan forudsige. Alligevel har vi forsggt — og ggr det stadig
- at prgve at indordne verden i linezere systemer med
henblik pa at kunne fremvise arsag-fglge forhold og pro-
cessernes raekkefglge. Det ggr vi, fordi vi gerne vil have
styr pd vores verden, have orden i den. Denne orden kan
blive forstyrret, hvis en eller flere parametre bliver a&n-
dret. Og det er lige preecis det, som har veeret sveert i
fordret 2020. Forholdet mellem tid, sted og interaktioner
mellem mennesker blev andret i forhold til den made,
som semestret var planlagt, og hele undervisningen
skulle gentaenkes.

I denne artikel bruger jeg metaforen "space” til at
illustrere det komplekse samspil mellem elementerne i
en laeringsproces. Space - rum, leeringsrum - er det
komplekse samspil af mange forskellige faktorer (kogni-
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tive, sociale, emotionelle mm.) i de fysiske, virtuelle, hi-
storiske, emotionelle, symbolske, kulturelle verdener, vi
lever i. Alle dimensioner er i spil samtidig, men spiller
forskelligt sammen i forskellige situationer og kontek-
ster, som udspiller sig mellem forskellige mennesker.
Det er derfor, artiklen hedder "Of Other Spaces”, fordi
vi, som naevnt i indledningen, i foraret 2020 mgdte en
kendt verden pa en ny made; en made, som i hgjere
grad 8bnede vores gjne for denne verdens kompleksitet.
Vi har skabt nye leeringsrum for vores studerende sam-
men med vores studerende, mens vi var i gang med at
begribe, hvad der egentlig skete rundt om os. Vi gjorde
mange ting samtidig, vi gjorde det med udgangspunkt i
vores konkrete situationer og kontekster, og vi gjorde
det pa baggrund af vores erfaringer.

Det fik mig til at taenke pa Michel Foucault, som
tilbage i 1976 holdt den bergmte forelaesning for en
gruppe arkitekter under titlen "Des espaces autres” ("Of
Other Spaces: Utopias and Heterotopias”), som hand-
lede om vores epoke som en epoke af simultanitet:

We are in the epoch of simultaneity: we are in
the epoch of juxtaposition, the epoch of the near
and far, of the side-by-side, of the dispersed.
We are at a moment, I believe, when our expe-
rience of the world is less that of a long life de-
veloping through time than that of a network
that connects points and interests with its own
skein (Foucault, 1967, 1).

Her beskriver Foucault verden ikke som en lineaer kro-
nologisk fortaelling, som kan veere sand for alle, men
som en kompleks og foranderlig stgrrelse, som bliver
konstrueret her og nu forskelligt mellem forskellige men-
nesker. Hvordan vi opfatter verden, haenger sammen
med, hvor vi kommer fra, hvem vi er sammen med, og
hvad vi gerne vil - en kombination eller snarere et sam-
spil af mange forskellige samtidige processer i nuet, for-
tiden og fremtiden. Noget som Edward Soja senere
kaldte en "triple dialectic’ mellem de sociale, temporale
og spatiale kvaliteter for at understrege, at mennesker
altid er indlejret i kontekster i tid, sted og rum (Soja,
2010). Dette samspil er blevet endnu mere kompleks i
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forbindelse med den teknologiske udvikling, som er sket
i de seneste artier, og ikke mindst i forbindelse med
overgang til online undervisning i foraret 2020.

Det er ikke min ambition i denne artikel at give et
bud pa, hvordan de forskellige processer spiller sammen,
nar vi laerer online. Jeg vil blot fremhaeve nogle af de
dilemmaer, som optog mig i lgbet af semestret. Disse
dilemmaer - eller spgrgsmal - opstod pa baggrund af, at
nogle grundleeggende parametre i min undervisning var
blevet zndret, hvilket havde konsekvenser for min un-
dervisning og den bagvedliggende paadagogik. Alle disse
spgrgsmal vedrgrer pa den ene eller den anden made
samspillet mellem tid, sted og interaktion mellem men-
nesker.

Tid, sted og interaktion ud fra mine erfaringer med
overgang til online undervisning

Lad mig begynde med dagbogen, som jeg har praesen-
teret tidligere i denne artikel. Da vi blev sendt hjem den
12. marts, troede jeg - sikkert som mange andre - hver-
ken pd, at situationen ville vare i flere maneder, og jeg
var heller ikke klar til at agere. En andring i forhold til
sted: det fysiske klassevaerelse pd Sgndre Campus pa
Kgbenhavns Universitet blev erstattet med mit skrive-
bord, min computer, mit webcamera, mine hgretelefoner
og medfgrte en raekke sendringer i maden at tilrette un-
dervisning pa. Dette pa flere forskellige mader i forhold
til tid, sted og mader at samarbejde pa.

Allerede efter fgrste online workshop laver jeg en
opsamling over mine refleksioner, som giver udtryk for
et samspil mellem tid, sted og interaktion. Der opdager
jeg, at nar stedet sendres, og jeg ikke kan bruge min
vante fremgangsmade, som er et fysisk mgde med de
studerende i en undervisning, som skifter mellem oplaeg,
diskussioner og gvelser, ma jeg etablere nye steder pa
nettet, som lever op til mine paedagogiske idealer. Disse
steder skal kunne rumme den interaktive del af min un-
dervisning, de skal kunne reagere hurtigt, og alle stude-
rende skal have mulighed for at deltage. Dette kan ikke
udfgres uden de studerendes aktive deltagelse og enga-
gement. Selve workshoppen finder sted pa et bestemt
tidspunkt, men skal planlaegges og afvikles sddan, sd det
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giver mening for de studerende. Hvad skal der ske inden
dagen, pd dagen og efter dagen? Hvornar mgdes vi
hvor? Hvilke opgaver kan lgses pa andre tidspunkter?
Osv.

I det fglgende har jeg udvalgt tre spgrgsmal, som
fyldte seerlig meget, mens jeg reflekterede, afprgvede og
stillede spgrgsmal til mig selv og mine studerende.

Mellem det planlagte og det spontane

Hvordan kan jeg organisere workshops online uden at
miste muligheden for den spontanitet, som jeg veerd-
saetter i min paedagogik?

Som allerede naevnt handlede den fgrste undervisnings-
gang efter den dramatiske besked om corona om kom-
munikativ undervisning i sprog pa nettet. Efter grundige
overvejelser valgte jeg at organisere en workshop, hvor
de studerende i grupper og pa baggrund af flere udvalgte
tekster kunne arbejde med at udvikle kommunikative
sproglaeringsaktiviteter til deres kursister - aktiviteter,
som de kunne igangsaette som online undervisning. Ak-
tiviteterne skulle udvikles og senere analyseres med ud-
gangspunkt i teori om sproglaering og om kommunikativ
undervisning i sprog. Sa langt sd godt.

Sessionen var planlagt allerede fgr semestrets
start og beskrevet i bade undervisningsplanen og i den
saerligt oprettede side pd den interne lzeringsplatform
Absalon. Men s3 kom alle spgrgsmalene: Hvad hvis tin-
gene ikke gdr efter planen? Hvordan sikrer jeg, at alle
studerende ser mine beskeder? Hvordan kan jeg hurtigt
informere de studerende om aendringer i planen, skred i
tiden og andre smating, som jeg sd& nemt styrer i det
fysiske klassevaerelse? Hvor skal vi mgdes? Hvordan la-
ver jeg grupper? Hvordan samler jeg op? Jeg oprettede
et dokument i Google Docs, som fik navnet "vores tavle”
og sa ud som pa figur 1.

Her skrev jeg dagens program op, lagde links ind
til vores feelles rum i Google Hangouts, links til gvelser
og tekster, link til mit oplaeg om informations- og kom-
munikationsteknologier i andetsprogsleering, som jeg
havde optaget pa forhdnd, beskrivelse af forberedelse,
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og jeg etablerede endelig plads til, at de studerende
kunne skrive deres kommentarer der. Det var jeg glad
for, at jeg gjorde, pa trods af, at de studerende syntes
det var forvirrende, at informationerne om sessioner
fandtes pa to sider i henholdsvis Absalon og Google
Docs.

Vores tavle :-)

Session 8: Torsdag den 26. Marts 2020, 9:15 - 12:00

1.IKT og sprogleering
2.Udvikling, gennemfgrelse og evaluering af
kommunikativ undervisning

Del 1: IKT og sprogleering

Keere alle, vi har problemer med hangouts, hvorfor vi laver to grupper!

Introduktion til sessionen i google hangouts - gruppe 1:
https://hangouts.google.com/call/EsZN2Qg9CGUyL50phd__AEEI

Figur 1. Holdets virtuelle tavle

Jeg var glad for det, for Google Docs kunne noget som
Absalon ikke kunne - det falles dokument kunne rea-
gere pa aendringer i real tid bade fra min side og fra de
studerendes side og selvfglgelig var der problemer med
Google Hangouts, som ikke levede op til forventningerne
og kun lukkede 10 personer ind ad gangen (i alt 18 stu-
derende deltog i denne workshop). Hurtigt blev der fun-
det en Igsning, og en studerende oprettede Hangout
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nummer 2 - til den anden del af gruppen. Hurtigt blev
det nye link lagt ud pd vores “tavle”. Den anden gruppe
gik hurtigt i gang med samme program som gruppe 1.
Underviseren fik lov til at “vandre” imellem de to
Hangouts, besvare spgrgsmal og indgd i diskussioner.
Det var ogsa her pd "tavlen”, de studerende kunne
skrive, hvis tingene ikke virkede p3 deres side. Det var
ogsa her, de studerende fik lavet indbyrdes aftaler om
gruppedannelse. Det gik hurtigere, end hvis vi skulle
kommunikere over mail.

I den efterfglgende evaluering fortalte de stude-
rende, at de blev forvirrede af det lange flow af informa-
tioner, som de modtog inden dagen og pa selve dagen.
Og det skal de ikke hgre for, for som man kan se pa det
naeste billede, var der rigtig mange informationer den
dag. Som man kan se i figur 2 til venstre, har jeg be-
skrevet sessionen som en lang reekke informationer og
links (Figur 2, spalten til venstre). Det fgltes rigtig pa det
tidspunkt, for hvordan kunne jeg overhovedet finde mine
studerende derude pa det vilde World Wide Web og etab-
lere et meningsfuldt lseringsrum. Samtidig er det ogsa et
udtryk for den forvirring og sggen efter struktur, som
kendetegnede min forste workshop pa nettet:

Session 10: Arbejdsrelevant mundtligt sprog

ssssssssssssss

nnnnnnnnnnnnnnnnnnn

Figur 2. Visuel forskel pd planlaegning af undervisning
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P& billedet kan man se min beskrivelse af to sessioner,
hvor den fgrste (til venstre) er den ovennavnte session
om informations- og kommunikationsteknologier, som
var min allerfgrste workshop online, mens den anden (til
hgjre) er en session flere uger efter. Det tog flere uger
for mig at finde et system, som levede op til mine behov
som underviser pa@ modulet. I den hgjre side af figur 2
kan man se, hvordan mine planer tog form senere i se-
mestret. Her deler jeg min beskrivelse af sessionen i tre
kategorier: forberedelse (tekster og opgaver), selve da-
gen (aktiviteter, tider og steder) og efter sessionen (ak-
tiviteter og steder). Altsd en raekkefglge i forhold til tid
og sted, samt de interaktionstyper, som de studerende
blev inviteret til at deltage i.

Ogsa her har kollegainteraktionen vaeret essentiel.
En af mine studerende - Michelle Lund Ossipoff Holmk-
jeer, kandidat i IT didaktisk design, som ogsa har skrevet
en artikel her - har veeret en stor inspirationskilde og
hjzelp i min dannelse som ny online underviser. Michelle
meldte sig pa banen til at hjeelpe i sessionerne, hun viste
mig sine undervisningsplaner, som hun udviklede til kur-
sisterne i dansk som andetsprog pa sit arbejde ved Leer-
dansk (se figur 3). Det var en gjendbner for mig.

Her kan man se, hvordan Michelle har samlet alle
informationer til sine kursister pa bare en side (man kan
se to forskellige sessioner pa billederne) p& en oversku-
elig og klar made. Hvad skal der ske, hvor skal det ske,
og hvordan skal det ske — klart og tydeligt. Michelles un-
dervisning blev koordineret igennem Whats App - en
hurtig kommunikationsplatform, som hendes kursister
brugte til daglig. Det vil sige, at bade lzerer og kursister
hurtigt kunne komme i kontakt med hinanden og Igse de
sma problemer med for eksempel teknologi, som kunne
opsta.
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Leerer: Michelle
Hold: 210

Modul 2.1, 2.2 0g 3.1

Skolen lukket pga. Coronavirus.
Vi arbejder derfor online! ™

=g

Log pa Hangout Meet ki. 08.40 her:
meet.google.com/cxr-rsjk-uej

Online undervisning:

Opgave 1: Lav spergsmal til billedet her

Opgave 2: Vi taler dansk 1, s. 31 - 32 her (fokus pa kortsvar)

Opgave 3: Skriv om din bolig i dit hjemland her (husk at skrive i datid)
Opgave 4: Vi taler dansk 1, s. 33 (lytteavelse) - lydfil 31, ovelse 14. Skriv her
Opgave 5: Diktat: Lyt til diktaten her og skriv i jeres skrivemappe her
Opgave 6: Grammatikfilm: Substantiver fra Leerdansk-portalen

* O % b o %

Vaerksted:
%  Print siderne eller skriv i dit heefte: Peter flytter i lejlighed fra Laerdansk-biblioteket
Lektier:

%  LDO (Leerdansk online): 2.1 - 2.2 - 3.1 - lav tre opgaver hver uge inden sgndag kI.
00.00
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Mandag d. 11. maj Laerer: Michelle
Bliv hjemme = Hold: 210

Link til vor tsapp-gruppe h
Ol Blrores pho ProsL Modul 21,220 3.1

Velkommen til to nye kursister: Luciana og Isabella

Skolen lukket pga. Coronavirus.
Vi arbejder derfor online! ™

Dagens emne: Danmark og geografi
Hangout kl. 08.40: meet.google.com/tms-tztr-zai

% Opgave 1: Vi medes kl. 08.40 pa hangout. Vi siger godmorgen og laver ordleg her
% Opgave 2: Gruppearbejde om Danmark og geografi

Danskuddannelse 3
Gruppe 1:Valentina, Anika og Darko
Hangout: meet.google.com/bwv-tmmj-vrg Opgave: her

Danskuddannelse 2
Gruppe 2: Isaac, Martijn, Elvie og Jane
Hangout: meet.google.comfigm-mxig-has Opgave: her

Danskuddannelse 2
Gruppe 3:
Hangout: meet.google.com/nct-byku-oau Opgave: her

Danskuddannelse 2
Gruppe 4:
Hangout: meet.google.com/yes-vxso-ctn Opgave: her

Andre kursister
Gruppe 5:
Til de kursister, der ikke kan mede ki. 08.40 (arbejder alene) Opgave: her

Figur 3. Eksempler pd lzereplaner pa en sprogskole

Hvad har jeg leert? At hvert system /program/ hver plat-
form har sine styrker og svagheder og kan bruges til for-
skellige formal, at der er brug for flere forskellige syste-
mer/platforme/programmer, og at man godt kan stole
pd de studerende, deres engagement og hjzelp. Jeg
endte med at vaere glad for fglgende informationstekno-
logiske midler:
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Medie Formal/interaktionsform

Leeringsplatformen Ab- | at skabe overblik og syste-
salon matisere informationer om
sessionerne, vidensdele og
informere de studerende

Mail og beskedfunktio- | at informere de studerende
nen i Absalon (jeg havde
foretrukket et hurtigere
medie som sms, hvis det

var muligt)

Diskussionsfora i Absa- | at vidensdele og diskutere
lon aktuelle spgrgsmal

ZOOM at mgdes, tale sammen,

diskutere, samarbejde, ar-
bejde i grupper (break-
outs), at dele sin skaerm
med de studerende

Powerpoint at forberede slides til un-
dervisningen

Screencast o matic at optage mine oplaeg

Google Docs at organisere og koordinere
samarbejde mellem de stu-
derende

Tabel 1. Udkast til min informations- og kommunikati-
onsteknologiske kuffert

Disse systemer/platforme/programmer tilgik jeg igen-
nem min computer med tastatur og mus, et webcamera,
en mikrofon, et par gode hgretelefoner og ... internet -
de materialiteter, som vi i en meget hgj grad blev af-
heaengige af, da vi overgik til undervisning over nettet.
Det er mit naeste spgrgsmal.
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Materialitetens betydning for lzering

Hvordan kan jeg lave god undervisning online, nar jeg
ved, at der vil vaere tekniske problemer, mens jeg un-
derviser?

Selvfglgelig har vi brugt informations- og kommunikati-
onsteknologier inden fordret 2020 med dertilhgrende
gadgets og teknologiske opfindelser. Men aldrig fgr har
vi vaeret fuldstaendig afhaengige af internettet, compute-
ren og hgretelefoner, som det var tilfeeldet i fordret
2020. Teknologien har veeret noget man kunne veaelge til
eller fra, noget man brgd sig om eller ej. Men pludselig
blev teknologien - internettet og en raekke syste-
mer/platforme/programmer til den eneste mulighed for
at levere undervisning. Det har andret min tilgang. For
eksempel kunne jeg maerke, at det at lave forelaesninger
online, som blev delt offentligt pa min YouTube “Sprog-
paedagogik for alle” var meget nemmere end fgr, nar det
var dén kanal, som man havde ud til sine studerende.
Det var ikke lzengere noget ekstra, noget man kunne
veelge til eller fra, men en helt naturlig og meningsfuld
mé&de at arbejde pd. Men samtidig en made at undervise
pa, hvor man i en meget hgjere grad blev afhangig af,
at teknikken fungerede. Teknikken fungerer ikke altid,
det har vi vidst leenge. I det fysiske klassevaerelse kan vi
bare sige "N&, den her lille film kan jeg ikke 13 lov til at
vise i/ dag, lad mig forteelle, hvad der sker i filmen”. Det
gar ikke i online undervisning.

De fleste undervisere har i foraret oplevet proble-
mer med langsom - eller overbelastet - internetforbin-
delse, overbelastede internetsystemer og platforme
samt problemer med darlig lyd og billede. Vi gik alle pd
opdagelse i de muligheder, som teknologien tilbyder os,
og fandt de medier, som bedst passer til vores behov. Vi
lerte at finde alternativer, hvis noget ikke fungerer. Vi
lerte at forstd, hvor stor en rolle materialiteten spiller i
vores undervisning. Eller som Tara Fenwick, Richard Ed-
wards and Peter Sawchuk skriver i deres bog om de so-
cio-materielle dimensioner i uddannelse, “Education in
all this enactments is centrally material - its energies,
process, motives and outcomes are fully entangled with
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material practice, nature, time, space, technologies and
objects of all kinds” (Fenwick et al., 2011, vii). Disse ma-
terialiteter er lige sa vigtige for menneskelig kognition,
aktivitet, intentioner, meningsdannelse og menneskelige
relationer.

I 2011 skrev Stephen Bax en spaendende artikel
om normalisering i forbindelse med integrering af infor-
mations- og kommunikationsteknologier i andetsprogs-
undervisning (ogsa anbefalet til laesning af den gode kol-
lega Karen-Margrete), hvor han ggr rede for den tekno-
logiske og didaktiske udvikling pa omradet. Som titlen
indikerer, mener Bax, at teknologien mest giver mening
i vores undervisning, nar den bliver til en naturlig del af
vores daglige praksis: “A technology has reached its full-
est possible effectiveness in language education when it
has arrived at the stage of ‘'normalisation’, namely when
it is used without our being consciously aware of its role
as a technology, as a valuable element in the language
learning process” (Bax, 2011, 1). I sin analyse af udvik-
lingen pa omradet konkluderer Bax, at vi har vaeret un-
dervejs ind i en epoke af normalisering af teknologi i
sprogundervisningen. Hvis ikke det skete tidligere, sa
skete det i hvert fald i fordret 2020. I flere sessioner med
de studerende er det lykkedes mig at glemme, at vi ikke
sad i samme rum. Takket vaere de studerendes engage-
ment og gnske om at deltage i diskussionerne kunne
man ved hjzelp af ZOOM faktisk etablere en dialog med
de studerende, som lignede meget den i det fysiske rum.

Ogsad her er der ud over forandringer i forhold til
stedet: hvor finder diskussionerne sted? i det fysiske
rum eller online tale om, hvor stor en rolle kvaliteten af
interaktionen spiller i forhold til kvaliteten af det endelige
produkt. Det er lige sd vigtigt at etablere et samarbejde
med de studerende om at fa teknologien til at fungere,
som det for eksempel skete, da Hangouts kun ville lukke
10 studerende ind ad gangen. Og ikke mindst — at have
flere muligheder med i sin teknologiske kuffert i tilfaelde
af at den ene ikke fungerer.
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Synkron, asynkron og derimellem

Hvornar giver det mening at arbejde sammen i real tid,
og hvornar kan opgaverne lpses forskudt? Hvilke paeda-
gogiske konsekvenser kan det have for min undervis-
ning?

Det tredje spgrgsmal, som jeg gerne vil reflektere lidt
over, er samtidighed. I forbindelse med blended learning
har vi la&enge talt om faanomenerne synkron undervisning
og asynkron undervisning. Den synkrone undervisning
finder sted i et umiddelbart mgde med de studerende i
online rum, hvor alle er samlet og arbejder sammen i
real tid. Underviseren og de studerende mgdes typisk
ved hjeelp af et kommunikationsprogram som fx Adobe
Connect, Google Hangouts eller Zoom, hvor de stude-
rende og underviseren kan se hinanden, tale sammen i
real tid, dele dokumenter, arbejde sammen med doku-
menter, dele skaerm, pege pa forskellige ting pa skaer-
men (hvis programmet ellers fungerer og har kapacitet
til at rumme mange deltagere og dokumenter). Her kan
deltagerne typisk ogsa deles op i mindre grupper for at
samarbejde om bestemte aktiviteter (de sakaldte break-
out grupper, en funktion i fx Zoom og Adobe Connect).
Asynkron undervisning, derimod, kraever ikke samtidig
deltagelse af de studerende og underviseren. Undervise-
ren laegger typisk tekster og opgaver til de studerende,
som de studerende kan Igse pa tidspunkter, som passer
dem. Typisk foregdr dette arbejde inden for bestemte pd
forhand aftalte tidsrammer, hvor der fx er en deadline
for aflevering af opgaver.

I forbindelse med mine tidligere erfaringer med
blended learning, erfarede jeg, at synkron undervisning
godt kan give mig en del stress. Har man for eksempel
forberedt et oplaeg for de studerende, kan der opsta tek-
niske problemer som vil ggre det svaert at levere oplaeg-
get, isaer hvis man gerne vil vise et klip fra en film. Sy-
stemet strejker, ndr der er mange pa, nar der skal bru-
ges store filer, og isaer nar alle deltagere taender for de-
res webcamera. Det er ligeledes overraskende sveert at
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holde et oplaeg online og samtidig kunne holde gje med
spgrgsmal fra de studerende i chatten. For at mindske
stress og belastning under synkrone sessioner, begyndte
jeg at optage mine oplaeg pa forhand. “Flipped learning”
ville man sige. De studerende ser oplaegget fgr online-
sessionen, mens tiden sammen i den synkrone session
kan bruges til at diskutere oplaegget og samarbejde om
opgaver.

Det er her, mit spgrgsmal opstdr - kan vi ngjes
med de to vante kategorier (asynkron og synkron under-
visning), eller skal disse to differentieres yderligere? For
der er noget seerligt ved samtidigheden. Der sker noget
seerligt, ndr man sidder og ser oplaagget sammen. Det
kan skabe et rum, hvor flere far relevante spgrgsmal
samtidigt og har mulighed for bade at stille spgrgsmalet
umiddelbart efter det er opstaet, og far svar i forbindelse
med det der tales om i oplaegget. Det giver en hel anden
energi til diskussioner, end hvis vi hver isar sad og sa
oplaegget hver for sig. Der er jo en grund til, at noget
bliver sendt “live” og noget skal ses “sammen”, som det
for eksempel bliver indikeret pa Facebook eller YouTube.

LIVE

Start

Figur 4. Tkoner fra YouTube og Facebook, som indikerer
samtidighed

I min undervisning har jeg inviteret de studerende til at
se mine pa forhand optagede oplaeg sammen i real tid
med mulighed for at stille spgrgsmal, ligeledes i real tid.
Det tager presset veek fra teknikken - vi behgver ikke
bruge samme platform til at streame oplaegget - de stu-
derende kan se oplaegget direkte fra YouTube eller Sko-
letube. Men vi har mulighed for at tale sammen umid-
delbart i forbindelse med oplaegget, eller straks efter
man har set opleegget - for man sidder i samme rum i
for eksempel Zoom. Der er selvfglgelig ogsa mulighed
for at se oplaegget inden eller efter undervisningen - for
dem, som ikke kan deltage pa det aftalte tidspunkt.
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Hvad skal vi kalde den slags undervisning? Jeg vil gerne
foresld et begreb “synkront forskudt undervisning” - en
undervisning, hvor de studerende selv kan veelge, om de
vil bruge muligheden for at diskutere oplaegget i real tid
sammen med underviseren og andre studerende, eller
om de vil se oplaegget fgr eller efter undervisningen.

Konklusion

De tre spgrgsmal, som jeg har reflekteret over i denne
artikel, handler alle om tid, sted og interaktion mellem
mennesker, og hvordan disse tre dimensioner spiller
sammen i yderst komplekse processer, som vores un-
dervisning er en del af. Nar en eller flere parametre i
dette samspil sendres, pavirker det hele samspillet og
derved vores undervisning. I foraret 2020 oplevede vi
den slags andringer, som gjorde det ngdvendigt at gen-
teenke, revidere og udvikle vores undervisning og etab-
lere nogle helt nye lzeringsrum til vores studerende sam-
men med vores studerende. Med Foucaults begreb "Of
Other Spaces” ville jeg i denne artikel fremhaeve, at de
nye leeringsrum blev skabt sammen med vores kolleger,
studerende, elever og kursister, samtidig med at vi op-
levede aendringerne. Det er resulteret i nogle unikke pro-
cesser, som gav mening i konkrete situationer og kon-
tekster. Den made at arbejde pa kan vi lzere af.

I foraret 2020 oplevede vi, at sma ting kan pavirke
store processer, som nar for eksempel hele semestrets
undervisning skulle gentaenkes. Vi har laert, at nar stedet
andres, andres tidsforhold og maden at kommunikere
pa. Vi har lzert, at det kan veere sveert at skabe en kro-
nologisk fortaelling om fremtidige begivenheder uden at
miste muligheden for spontanitet. Vi har laert, at selv
spontaniteten skal planlaegges i forhold til sted, tid og
interaktion. Vi har lzrt, at tingene kan tage kortere eller
laengere tid, hvis stedet zendres, eller hvis kommunika-
tionsformen andres. Vi har laert, at forskellige steder pd
internettet kan bruges til forskellige formal. Vi har leert,
at undervisning online fungerer bedst, nar de studerende
engagerer sig i undervisningen. Vi har laert, at vi skaber
undervisning sammen med kolleger og studerende. Vi
har laert, at materialiteten har en saerlig vigtig betydning,
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nar vi underviser online. Og vi har sikkert lsert meget
mere end det, som vi fgrst vil forsta senere.

Alt dette ville ikke veere muligt uden de stude-
rende. Hvorfor jeg gerne vil slutte af med at sende en
kaempe TAK til de studerende p@ modulet Andetsprogs-
paedagogik ved Kgbenhavns Universitet i fordret 2020 -
TAK for jeres engagement, I har vaeret fantastiske!
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LOCKDOWN LESSONS

REFLECTIONS ON THE WONDERS AND WOES OF ONLINE
TEACHING AND LEARNING

Janus Mortensen

At a televised press conference held Wednesday 11 March
2020, the Danish Prime minister, Mette Frederiksen, an-
nounced that Danish society would enter a state of partial lock-
down to prevent further spread of SARS-CoV-2 in the country.?!
As part of the lockdown, all public educational institutions were
to suspend teaching as soon as possible, and no later than
Friday 13 March. Similarly, all public employees - except those
who served ‘critical functions’ - were ordered to work from
home. The Prime Minister explained that the lockdown was to
be in effect for at least two weeks but indicated that it might
last longer. And it did. For students and employees at Danish
universities, the lockdown turned out to continue throughout
the entire spring semester, forcing teachers and students to
find new ways of organizing teaching and learning ‘together
apart’. In the autumn semester, students and staff were al-
lowed back on campus, but with various restrictions still in
place.

In the following, I would like to share some of my obser-
vations and thoughts about the wonders and woes of online
teaching as I have experienced them during the past seven
months. Although I readily admit that I am absolutely amazed
by the possibilities offered by modern communication technol-
ogy, I shall by and large be making a case in favor of old-
fashioned face-to-face teaching. By adopting this position I
fear that I am likely to present myself as somewhat of a con-
servative romantic — or possibly an outright technological-di-
dactic reactionary - but I hope that my observations will be
worth the time it takes to read them, also for readers who may
hold more progressive views than mine.
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The wonders

Before addressing the challenges associated with technologi-
cally mediated teaching and learning environments (as I cur-
rently see them), it is worth reflecting on how amazing modern
communication technology is, and what it has allowed us to
achieve during the lockdown and beyond. Had we been faced
with a situation similar to the COVID-19 pandemic 10 years
ago, it is unlikely that we would have been able to establish
meaningful online learning environments in the way we have
seen since March.

Since 2015, I have taught at the English section at the
Department of English, Germanic and Romance Studies at the
University of Copenhagen. In the module I co-taught in the
spring of 2020, Sociolinguistic Perspectives on English and
Globalization, my colleague, Dorte Lgnsmann, and I were able
to switch to online lessons starting the Monday after the lock-
down had been announced. Since we work with audio and
video recordings as part of our research, and because we have
been using online video conferencing platforms regularly for
research collaboration with colleagues abroad since 2016, we
did not start from scratch.? Nevertheless, before we went ‘on
air’ for the first time, we were worried about the stability of
the setup we and our students had available, and we had four
alternatives lined up, just in case (see Appendix 1). Being rel-
atively new to the specific software (Zoom), we were also un-
certain whether we would be able to show slides to the stu-
dents in a meaningful way, whether we could share data ex-
cerpts with them like we normally would, and so on. However,
as soon as we got the process underway, most of our worries
turned out to be unfounded, and we managed to deliver the
16 seminars that remained of the course in an acceptable
manner, considering the circumstances.

The technology was by no means infallible. More than
once, students experienced problems connecting to the Zoom
‘room’ and needed to be guided before we could begin a ses-
sion. Slide sharing also tended to ‘freeze’ at least once during
each seminar which always caused confusion because the pre-
senter had no way of telling that things were amiss before the
participants realized there was a problem and made a com-
ment to that effect. Still, in general it is fair to say that the
online environment provided by Zoom constituted an accepta-
ble virtual version of how lecture-like sections of a seminar
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would have unfolded in a physical classroom (where technol-
ogy will occasionally a/so act up).

For interactive sections of the seminars, we also found
that Zoom was surprisingly flexible. By using ‘break-out
rooms’ we were able to distribute students into additional vir-
tual rooms by the click of a button and ask them to work on
exercises in pairs or in groups. During the break-out sessions
we could ‘drop in’ on the groups and ask additional questions
or answer any questions students might have. As part of each
exercise, the groups would typically be asked to post their an-
swers to exercises and comments on a virtual notepad (using
Padlet) which functioned as a shared notice board and starting
point for plenary discussions back in the main room.

Finally, thanks to a research-integration development
grant from the University of Copenhagen, the course also in-
cluded a number of workshops delivered by our colleague, Ka-
milla Kraft. These workshops were meant to give students
hands-on experience with various types of recording equip-
ment, transcription of qualitative interviews by means of link-
ing software, and software for computer-assisted qualitative
data analysis. For these particular activities, we found video
conferences via Zoom to be unmanageable, and we therefore
decided to generate a library of prerecorded video tutorials
which the students could work with individually as a replace-
ment for the workshops. Producing these videos was a time-
consuming activity, but by combining the tutorials with de-
tailed individual feedback (made possible by the development
grant), we managed to develop a meaningful — though less
than ideal - learning environment for the students.

In short, even though no one had dreamed that we would
be switching to an entirely online teaching and learning envi-
ronment in March 2020, it turned out that the technological
solutions that were available and the skills we had acquired
over the years actually allowed us to create a reasonably
meaningful alternative to face-to-face teaching at very short
notice. The whole situation had a rather dystopian-futuristic
air, no doubt influenced by the bleak mood that characterized
many parts of society during the lockdown. But it worked.
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The woes

The lockdown illustrated that large-scale online teaching and
learning is no longer an imaginary scenario of the future but a
viable proposition here-and-now. In other words, the lock-
down was an eye-opening experience for students and teach-
ers alike - and it is likely to stand as a “game changer” in the
development of online teaching and learning in Denmark and
beyond. Before the pandemic, it would have been difficult -
laughable, even - to suggest that universities and other insti-
tutions of higher education would be able to make a wholesale
shift to online teaching and learning within a matter of weeks.
After the lockdown, the genie is out of the bottle, and our col-
lective experience prevents us from going back - in effect
making the suggestion that large-scale online teaching and
learning cannotwork just as laughable as the opposite position
was before.

That being said, I must stress that an online teaching
and learning environment - in my experience - is a poor sub-
stitute for teaching and learning in a shared physical space.
The online environments so expertly provided by Zoom, Padlet
and similar services are designed to mimic social interaction in
physical space, as neatly illustrated by the fact that Zoom
comes with options like virtual hand-raising and thumbs up
icons superimposable on the video thumbnail of each partici-
pant. They represent surrogate environments for activities
that would ideally take place elsewhere. As with all other tech-
nologies, it takes time to harness a technologically mediated
learning environment, and I remain open to the possibility that
once we learn how to make the most of the affordances offered
by online teaching and learning, things will look brighter. How-
ever, for the time being, I remain skeptical: Online teaching
and learning represents a tolerable, but under normal circum-
stances, undesirable alternative to face-to-face teaching and
learning.
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Communication and community in live-streamed learning en-
vironments

One of the key challenges associated with technologically me-
diated teaching and learning environments is the relative se-
miotic impoverishment they involve compared to face-to-face
encounters. In terms of semiotic richness, videoconferences
as offered by Zoom, Skype, Microsoft Teams, Google Meet and
all the other services that we have recently become accus-
tomed to represent a great improvement over audio-based tel-
econferences. Yet, even with state-of-the-art videoconference
set-ups (which are much more sophisticated than what most
teachers and students have to make do with) the lack of a
shared physical space presents a considerable challenge for
establishing meaningful interaction and understanding.

A couple of weeks into the lockdown, I was interviewed for an
article on the university intranet about teachers’ experiences
with online teaching. When asked what the biggest challenge
was in switching to online teaching I replied: “[The biggest
challenge is] that I can’t sense how the teaching is received in
the way that I usually can. There is no direct relation, and I
don’t get the immediate response that I would get if we were
together physically”.? I think this is a very common experience
for teachers and students alike, and part of the reason why
online interaction is often perceived as more strenuous than
face-to-face interaction. We simply have to invest more en-
ergy in ‘reading’ each other correctly and ‘sending clearer sig-
nals’. The mediated environment, even when not hampered by
‘choppy’ audio or ‘frozen’ video signals, simply adds a filter
that we need to work hard to see through.

The challenges involved in establishing rapport in medi-
ated environments have implications for the way teaching ses-
sions are organized and executed. In my own case, I found
that my seminars during the lockdown had to be planned in
much greater detail and run in much more linear ways than
usual in order not to lose students along the way. While the
value of planning one’s teaching should generally not be un-
derestimated, the limits imposed by the digital framework may
also disturb the forms of spontaneity and mutual responsive-
ness that I personally consider hallmarks of interactive, dia-
logue-based teaching. Technology shapes talk and the pat-
terns we develop for interaction. Exclamations like ‘roger’,
‘over and out’ and ‘wilco’ associated with radio communication

36



are good, yet relatively simple examples. The communicative
styles I have observed my students and myself develop so far
in response to the online teaching and learning environment
are not always encouraging. Many students develop passive
and silent forms of participation - quite understandably, I
think, when considering the difficulties associated with taking
the floor and claiming a voice in a mediated environment. At
the same time, I have noticed that I often talk more than I
normally prefer to do in a teaching situation. Whether this is
caused by the students’ relative silence or vice versa is hard
to say. Either way, the situation is not ideal.

Another key issue with online teaching and learning en-
vironments is that they may - and in my experience often do
- lead to social fragmentation. By using virtual breakout
rooms, padlets and other solutions designed to enable stu-
dents to collaborate and participate, even when they are not
physically co-present, it is possible to design the virtual envi-
ronment in a way that goes some way towards building a
shared learning space. Yet, these solutions do not always work
as intended. A recurring phenomenon is that some students
tend to ‘slip out the door’ when the plenary session breaks out
into smaller group work sessions. When asked why they do
this, students have explained that they prefer not to partici-
pate in group work if they feel that they have not prepared
sufficiently. Whether this is true or not, or whether there are
alternative reasons, the important point to note is that the
technologically mediated environment makes it relatively easy
for students not only to tune in to class, but also to tune out
of the shared learning environment.

The technologically mediated teaching and learning en-
vironments I have described above allow for an extreme form
of individualized participation which is usually not possible to
uphold - at least not in the same way - when learning takes
place in a physically shared environment. This is important be-
cause it seems to me that we more readily accept and tend to
display a greater sense of responsibility for each other when
we are physically co-present. Being together physically in-
volves a particular kind of reciprocal relational commitment
that may have a tendency to diminish when we are ‘together
apart’. Walking out on fellow students during class when in-
structed to collaborate on a common task would have social
ramifications that would keep most students from doing so in
a normal classroom setting. In a virtual environment, there
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seems to be more leeway for this sort of behavior, and this
may have negative effects on efforts to build a shared learning
space.

There will obviously be many situations where walking
out on classmates will not be tolerated, also in online environ-
ments, just as there will be many students who would never
consider doing so, no matter whether the situation was online
or offline. Yet, I think it is vital that we - teachers and students
alike —acknowledge the fact that the technologically-mediated
environment, compared to the physical classroom, inevitably
comes with particular constraints and affordances that may
have an impact on the way sociality is realized. Many of the
negative effects may be mitigated, but it may require special
effort, and the efforts invested here will necessarily require
time and energy that could perhaps have been invested else-
where.

In many contexts, online and/or remote teaching is be-
ing used as a means to bring education to areas and individu-
als with otherwise little or no access to education. In Australia,
Alice Spring School of the Air* has brought “education over the
airwaves to Australia’s most remote students” since 1951, and
more recently a wide range of platforms have emerged offer-
ing massive open online courses (‘MOOCs’) where educational
content can be accessed without constraints related to time or
place (though usually not for free). By bringing education to
areas and individuals that would otherwise not have access to
education, technologically mediated teaching may be said to
have a considerable democratizing and liberating potential.

However, as colleagues at the Law Faculty have pointed
out in a piece published during the lockdown in the university
newspaper (online, obviously)?>, online teaching may also have
the opposite effect and in effect amplify existing or latent ine-
qualities. For students from family backgrounds with little pre-
existing academic capital, being deprived of the opportunity to
socialize in the classroom may constitute a considerable aca-
demic disadvantage, in addition to the social challenges which
many students report having experienced as a result of isola-
tion. Again, these challenges can probably be overcome or at
least mitigated in various ways, for instance by encouraging
students to form study groups. But in a virtual environment
where it may be more difficult than otherwise to establish so-
cial relations, student networks are also likely to require extra
effort to flourish.
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On being out of sync

In the discussion above, I have mainly focused on technologi-
cally mediated teaching and learning environments character-
ized by temporal copresence and spatial discontinuity (the ex-
ception being the video tutorials I briefly mentioned where stu-
dents were at liberty to engage with the material not only
where but also when they saw fit). Yet, live-streaming by
means of videoconferencing software is obviously not the only
way of organizing a technologically mediated learning environ-
ment. After the summer break, students and staff at the Fac-
ulty of Humanities were allowed back on campus, with various
restrictions in place to prevent further spread of the virus. One
of the measures taken at the department where I teach was
to convert all lectures with an audience of more than 50-60
students to an online format, while seminars with smaller
groups were allowed to take place on campus.

Two weeks before the autumn semester began, lecturers
involved in teaching courses with larger groups of students
were given the option of ejther giving live-streamed lectures
or providing pre-recorded ones. The former option has come
to be known as synchronous online teaching while the latter
mode is called asynchronous. Already during the lockdown,
many teachers decided to handle the disruption of their normal
teaching by distributing prerecorded lectures accompanied by
various student activities, so the asynchronous mode was
well-established at this point. In the module I have co-taught
in the autumn, English Language and Culture — An Introduc-
tion, a 15-credit first semester course for a batch of 150 brand
new English BA students, it was decided by mutual agreement
among the lecturers that we would opt for the synchronous
model and deliver live-streamed lectures two times per week
for the entire student cohort, supplemented by seminar ses-
sions in smaller sections on campus. As with the switch to the
online environment during the lockdown, the situation caused
some worry. However, once we had managed to establish a
makeshift mobile ‘broadcasting studio’ and enlist the help of
what came to be known as student ‘e-assistants’, everything
turned out to work quite well - all things considered.

Some weeks into the autumn semester students started
asking whether we could perhaps record the lectures as they
were happening - after all, a recording is only a click of a
mouse away when working in digital environment like Zoom,
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so it should be easy to do. Also, in a few cases (two out of a
total of 14 at the point where requests for recordings started
to appear) the lectures had been hampered by connectivity
issues, so it would be good to have a recording, the students
argued, to give them the opportunity to go back and catch
whatever bits and pieces they might have missed during the
live transmission. Finally, some students pointed out that hav-
ing recorded lectures in addition to or perhaps instead of live-
streamed lectures would allow them to ‘re-watch’ lectures, and
perhaps go over particularly difficult points multiple times.

Although I appreciate the reasoning behind these points,
I think recorded lectures — no matter whether they are pro-
duced synchronously or asynchronously - are problematic for
several reasons, at least in the context of this particular mod-
ule. After consulting with my colleagues, I therefore sent a
message to the students, informing them in my capacity as
module coordinator that we would not be recording lectures,
despite popular demand. In explaining the situation to the stu-
dents, I offered a list of reasons for why I personally prefer
‘live-streamed one-off lectures’ to recorded ones, even in the
face of the problems with technologically mediated communi-
cation outlined above. The reasons are offered here in a
slightly modified version.

Reasons why I prefer live one-off lectures rather than recorded
lectures

o Live one-off lectures invite students and lecturers alike
to be ‘on their toes’ and pay attention. The need to fo-
cus and concentrate on complex information delivered
in the here-and-now is an important skill for you to de-
velop as budding academics. We live in times where
there’s an abundance of ‘things’ that demand our at-
tention a//the time - offline as well as online. Being
forced to focus on one thing, right here, right now, for
45 minutes is a very useful heuristic in creating and
maintaining focus, and I think we might sometimes un-
derestimate how important it is to practice this.

o Live one-off lectures cannot be paused, nor can you
press ‘rewind’ and go back and listen again if there was
a particular point that you did not understand. How-
ever, if some points are unclear or need to be followed
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up, you can ask questions during the lecture, you can
bring questions to your seminars (in fact we encourage
you to do so), talk to your peers and/or the tutor or
revisit the readings to see if the answer might be avail-
able there. These methods are likely to be much more
effective than simply ‘watching the lecture again’ be-
cause what is needed is not to hear the same
thing again, but to hear the point expressed in a differ-
ent way and for you to be able to discuss it using your
own words.

Live one-off lectures can help build a sense of commu-
nity across the student cohort because you experience
a form of copresence and co-attention. Online copres-
ence is a poor substitute for actual copresence, but it
is better than no copresence at all.

Live one-off lectures come to function as part of the
shared experience of students and teachers, located in
time and space. You may miss the occasional lecture,
but in general, seminar teachers can assume that all
students have attended the same lecture shortly before
coming to the seminars. Apart from the community-
building effect mentioned above, this is in fact an im-
portant element in creating a common starting point
for the activities in the seminars. If lectures were avail-
able as recordings, we might not in the same way ex-
pect to have a common starting point, since some stu-
dents might postpone watching the lecture till ‘later’
(whenever that would be). Recorded lectures would
give students who missed a lecture an opportunity to
‘catch up’ before a seminar, but the value of this po-
tential upside is arguably relatively negligible in the big
picture: If you miss a lecture, I would much rather like
you to talk to your study group about what happened
at the lecture than to watch the lecture at home, alone.
Apart from the positive social effects associated with
talking to and helping - or being helped by - fellow
students, this procedure is likely to generate a learning
opportunity for all parties involved.
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Live one-off lectures are a way of replicating a central
part (for better and for worse) of academic socializa-
tion. Being an academic is a/so about being able to pro-
duce complex yet coherent and clear texts in the spo-
ken mode, in ways that are perceived as relatively
spontaneous by an audience, even when they are any-
thing but. You do not learn how to do this simply by
attending lectures, but attending live lectures is a
unique opportunity for you to experience how this can
be done - and how it can be done in many different
ways. Being exposed to different styles of producing a
recorded lecture may also be valuable, but it is a dif-
ferent genre and one that you already have ample ac-
cess to via YouTube and other online channels.

Live one-off lectures have the potential to be dialogic -
and they very often are in the case of our lectures. This
means that as students you are not positioned as mere
viewers or spectators (as you would be in the case of a
recorded lecture) but as participants who have a role
to play in how the lecture unfolds. Asking questions or
providing answers to questions from the lecturer are
obvious ways of how dialogue can be achieved. How-
ever, a simple nod or a particular facial expression -
maybe even a smile :-) — at a certain point in a lecture
may also come to function as a cue to the lecturer that
will have an impact on how the lecture is delivered and
how it unfolds.

Live one-off lectures are spontaneous and ephemeral
and therefore come with other degrees of freedom for
the lecturer (and you as students, perhaps) than a rec-
orded lecture. The live lecture is a sequence of utter-
ances tied to the here-and-now whereas a recorded
lecture is a text that becomes transportable in time and
space. This means that the two formats come with
quite different expectations - from the perspective of
the lecturer as well as other participants. As I see it,
the live one-off lecture comes with a license to impro-
vise and be imperfect, at least much more so than a
recorded equivalent. A live one-off lecture allows you
to try things out that you might be reluctant to ‘commit’
to tape (and this goes for lecturers as well as students).
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As a lecturer you can bounce ideas off your audience,
and the audience can respond and thus help shape the
process. In effect, this resembles how jazz musicians
co-create meaningful texts together during live perfor-
mances. The product cannot be meaningfully separated
from the process. Or put differently, the process is the
product.

o Live one-off lectures offer a lot that written texts could
in principle never do (as I think the above points illus-
trate). I'm not sure this goes for recorded lectures. For
various reasons, some people are unable to access or
process written texts, and in such cases audiovisual al-
ternatives are obviously useful. And there may be other
cases where a recording is called for. Generally, how-
ever, I think many of the reasons put forward in favor
of recorded lectures (the ability to pause and go back
and forth in the lecture, revisit central points time and
time again and so on) are much better addressed by
turning to another time-honored medium: the written
text. Written texts offer all the benefits of being able to
go back and forth, pausing, etc. and they can be
skimmed for time-saving purposes, which is as good as
impossible with an audiovisual recording. Unless you
want your lecturer to sound like Chip 'n’ Dale (or at
least one of them).

What the future holds, no one knows

As much as I prefer face-to-face teaching to online contexts,
it seems clear that online teaching and learning is likely to
constitute the order of the day for the foreseeable future. The
vice chancellor at the University of Copenhagen has recently
acknowledged that the situation is likely to lead to some de-
gree of ‘corona fatigue’ amongst students and staff.® In order
to prevent this, he argues, we need to find ways of transform-
ing the current exceptional circumstances into some form of
everyday routine, making the abnormal normal, as it were. In
many ways, this sounds like a sensible coping strategy in a
situation where considerable demands are placed on students
and staff alike. However, as far as teaching and learning is
concerned, I think it is important that we never lose sight of
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the fact that the current situation, no matter how much we
manage to normalize it, represents a state of emergency.

The lockdown and everything else that has followed since
the Prime Minister gave her press conference in March has
shown us how much we can achieve in educational contexts
through the wonders of modern communication technology: It
is possible to establish meaningful online teaching and learn-
ing environments, and they are in fact much more functional
than many of us would have ever dreamed of. However, the
process has also taught us - or taught me, at least - how vital
it is for the quality of the education we offer to be able to work
and interact with students in a shared physical space, and we
therefore need to get back to this as soon as possible.

Once we get through the current state of emergency,
there might be economic incentives for educational institutions
to try to maintain some degree of online teaching. The Univer-
sity of Copenhagen, for instance, is likely to face a severe rise
in the annual rent paid to the Danish state in the years to
come, and cutting back on costs related to auditoria, class-
rooms and other spaces intended for teaching and learning
could be one way of addressing this issue. If the buildings are
too expensive, then let’s get rid of some of them. With the
newly discovered wonders of online teaching and learning in
mind this would perhaps not be an entirely outlandish proposal
to make, at least for some. The genie is out of the bottle: we
know it works, at least to some extent.

Luckily, there are no serious considerations of this kind
being made at the moment, at least not to my knowledge.
However, if it shou/d prove necessary, it is obviously important
that we can discuss and explain what online teaching and
learning environments can and cannot do as part of the overall
ecology of teaching and learning environments, and I hope the
reflections I have presented in this paper may serve as a con-
tribution to that discussion. There is no doubt that the tech-
nology holds great potential, and it shall be very interesting to
explore and observe how the possibilities it holds will be
shaped and wielded in the year to come. Yet, I look forward to
the day where we shall think of technologically mediated learn-
ing environments as something we turn to when clearly rele-
vant and beneficial for our overall aims, and not something we
need to call upon as an emergency measure. You don’t know
what you’ve got till it's gone. Let’s hope we get it back soon.
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APPENDIX 1

A Edit H

Janus Mortensen

Q Plan for our first week of online activities 13Marat16:33

All sections
Dear all,

With this (rather long) announcement we would like to update you on the plans for next
week. Please read the announcement carefully and follow the instructions. And as always:
please just get in touch if you have any comments or questions.

Best wishes, Janus - also on behalf of Dorte and Kamilla

Mond dq

y and Wed y

Next week, we will go ahead with live online versions of the Monday and Wednesday
seminars. We may run into all sorts of technical challenges, but we will give it a try. If it
doesn't work, we'll find other models for later sessions. For now, here's the game plan for
Monday.

The session will begin at 09:15 as usual, but please log in to Absalon already at 08:45 and
go to the chat-page (https://absalon.instructure.com/courses/34448/external_tools/466). If
all other things fail, this will be our channel for communication throughout the session, so
please keep it open and check it regularly until we're all up and running.

Plan A: Zoom

At 08:45 you'll be invited to a Zoom meeting through a notification on Absalon. Clicking the
meeting link will take you straight to the meeting room where you'll find (a mediatized
version of) me and Dorte.

You can access the room either via a web browser or the dedicated Zoom app (available
for free for all standard platforms and devices, cf. https://zoom.us/download ). | strongly
recommend that you download the app during the weekend and have it ready for use
Monday morning.

When you have successfully entered the meeting room, you will be able to see the lecture
slides and hear my live commentary. Bandwidth and other technical aspects permitting,
there may even be a video of me :-).

You will be able - and asked - to contribute to the session by using the written chat
function in Zoom. Bandwith etc. permitting, | hope you may also be able to participate
through audio/and or video to make the session even more interactive, but we'll have to
see how it works.

Plan B: BigBlueButton

If Zoom does not work, I'll send you all a link to the built-in conference system on Absalon,
called BigBlueButton. Clicking the link will take you straight to BigBlueButton (no need to
install extra software). With this system, like Zoom, you will be able to see the lecture
slides and hear my live commentary. Again, | hope we will be able to have a more
interactive setup, but we'll have to wait and see how much the technology allows on the
day.

Plan C: AdobeConnect

If BigBlueButton does not work either, I'll send a link to yet another online conference
system (Adobe Connect) and see if we can make that work (in the same way as described
above). In this case there may be a need to install software. Please just follow the
instructions, and remember you can ask questions in the chat on Absalon if you have any
problems.

Plan D: Back to the chat

If Adobe Connect does not work either (either), we will give up on live conferencing for this
session altogether and instead go to a brief (written) chat based session on Absalon,
where you'll be asked to post your answers to the study questions circulated earlier today
(Friday).
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NOTES

L https://www.regeringen.dk/nyheder/2020/pressemoede-11-marts-i-spejlsalen/

2 1 had my first close encounter with online video conferencing more
than ten years ago when I co-organized and presented at RCLEAMS-
CALPIU Video-Conference: Voices in Time and Space, a seminar be-
tween researchers at Hong Kong Institute of Education and Roskilde
University, held 4 September 2009.

3 Translated from: “[den stgrste udfordring ved at skulle have kurser
som fijernundervisning] er at jeg ikke pd samme made, som jeg plejer,
kan fornemme hvordan undervisningen bliver modtaget. Der er ikke
nogen direkte relation, og jeg far ikke den umiddelbare respons, som
jeg ville fa, hvis vi var fysisk sammen. Derfor er den Igbende forvent-
ningsafstemning og feedback ekstra vigtig, nar vi kun er sammen vir-
tuelt.” Quote taken from: Nipper, Troels. 2020. Sammen hver for sig:
Fjernundervisning stiller nye krav til undervisere - men det fungerer
[Together apart: Remote teaching places new demands on lecturers -
but it works]. KUnet [University of Copenhagen intranet], 2 April.

4 https://www.assoa.nt.edu.au/

5 Esmark, Magnus, Christan Dam Hove & Jakob v. H. Holterman. 2020.
Fjernundervisning er ikke rigtig undervisning [Remote teaching and
learning is not real teaching and learning]. Uniavisen [University Post],
14 May. https://uniavisen.dk/fiernundervisning-er-ikke-rigtig-undervisning/.

6 Strgm, Liv Alfast and Lene Diwel Andersen. 2020. Corona-traethed:
"Vi ma forberede os p3, at det tager lang tid” [Corona fatigue at UCPH:
“We're in for a long haul”]. Interview with the vice-chancellor at Uni-
versity of Copenhagen, KUnet [University of Copenhagen intranet], 11
November.
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FACILITERING AF FAELLESSKABER OG RELATIONER I
ONLINEUNDERVISNINGEN UNDER CORONAKRISEN I
FORARET 2020

Michelle Lund Ossipoff Holmkjaer

Denne artikel baserer sig pa en raekke erfaringer med
facilitering af faellesskaber og relationer i online sprog-
undervisning under coronakrisen i foraret 2020. Artiklen
har afsaet i 20 timers online observationer af et hold
sprogskolekursister i forskellige undervisningssituationer
samt et interview med holdets underviser. Undervejs far
laeseren mulighed for at f& indblik i de konkrete under-
visningssituationer, der Igbende beskrives. Dette foregdr
gennem kortlinks og QR-koder.

Kursisterne befandt sig henholdsvis p& danskud-
dannelse 2, modul 3 - 4 og danskuddannelse 3, modul
2. Holdet bestod af omtrent 15 aktive kursister ud af hol-
dets 22 tilmeldte. Undervejs i observationsperioden blev
to nye kursister optaget pa holdet. De havde begge be-
stdet deres modultest og var klar til at pAbegynde modul
3 pd danskuddannelse 2. Kursisterne tilbydes op mod 15
lektioner om ugen, hvoraf de tre altid er netbaserede af-
leveringsopgaver - sadan har det veeret bade fgr og efter
coronakrisens indtog. Kursisterne hgrer til en privat
sprogskoleudbyder, der har flere afdelinger i Danmark.
Den pagaeldende sprogskole har sin fysiske placering i
en mellemstor provinsby pa Sjzelland.

Artiklen beskaeftiger sig med to typer laeringsmil-
joer. Det ene leeringsmiljg har udgangspunkt i kursister-
nes eget hverdagsmedie Whatsapp, der er et chatbase-
ret program, der giver mulighed for blandt andet at fo-
retage opkald med lyd og billede, sende filer og skrive
med flere personer pd én gang. Det andet lzseringsmiljg
har udgangspunkt i sprogskolens /earning management
system bestaende af Google G suite. Artiklen behandler
hovedsageligt skriveprogrammet Google Docs og video-
opkaldsprogrammet Google Meet som er en del af
Google G Suite-pakken.
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I forhold til faciliteringen af faellesskaber og relati-
oner i onlineundervisningen tages der afsaet i en socio-
kulturel forstaelse af lzering. Her udfoldes lseringspoten-
tialerne netop i faellesskabets relationelle strukturer,
hvilket kursisterne hovedsageligt kender fra den fysiske
fremmgdeundervisning pa sprogskolen. I nedluknings-
perioden var det derfor interessant at undersgge, hvor-
dan relationer og feellesskaber blev etableret i en tid med
krav om fysisk distance.

Intentionen om at skabe relationer og faellesskab
uden fysisk tilstedeveaerelse er ikke en ny tanke. John De-
wey beskriver i sit veerk Demokrati og Uddannelse,
1916, hvordan en bog eller et brev kan stifte en mere
intim forbindelse mellem mennesker, der befinder sig
flere tusinde kilometer fra hinanden, end den, der eksi-
sterer mellem to personer, der bor under samme tag
(Dewey 2005: 26).

Den intime forbindelse mellem mennesker kan
altsd etableres uden fysisk tilstedevaerelse. Spgrgsmalet
er bare hvordan dette blev gjort, sdledes at kursisterne
fglte de havde en relationel forbindelse til deres hold-
kammerater og underviser; en forbindelse der i sidste
ende ogsd var vigtig for deres laeringsproces. Ifglge De-
wey er kommunikationen essentiel i et laeringsfeelles-
skab, og her kom kursisternes szerlige forudsaetninger
ind i billedet. Kommunikationen var pavirket af at kursi-
sterne befandt sig i en ny og anderledes undervisnings-
situation, samtidig med at de ogsa stod midt i en sprog-
tilegnelsesproces. Derfor kraevedes det at kommunikati-
onen online 8bnede op for forskellige kommunikations-
strategier, der gav mulighed for at understgtte afsende-
rens budskaber. Der vil i det fglgende blive praesenteret
konkrete eksempler pa hvordan kursisternes kommuni-
kation blev understgttet i den online kontekst.
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Den skriftlige kommunikation

I de to nedenstdende eksempler (videoeksempel 1 og 2)
vises uddrag af den skriftige kommunikation i
Whatsapp, hvor bade kursister og underviser er til stede.
Her er det saerligt brugen af de illustrative emojis, der er
saerligt interessant. Som sagt befandt kursisterne sig i
en ny situation, hvor deres kommunikation var flyttet
over i digital kontekst. Randy Garrison mener, at den in-
terpersonelle umiddelbarhed forringes, ndr man bevae-
ger sig fra mundtlig til skriftlig kommunikation, men at
det samtidig er muligt at kompensere for dette i nogen
grad ved fx at anvende udtryksfulde illustrationer (Gar-
rison 2007: 26, 45). Emojis, eller andre illustrative bi-
drag, gav kursisterne og underviseren mulighed for at
udtrykke en umiddelbar fglelsesmaessig side, der ellers
kunne veere vanskelig at kommunikere ud gennem
skriftsproget. Samtidig kan det ogsd veere en strategi,
der kan understgtte afsenderens budskab, nar evnerne
pd malsproget saetter sine begraensninger. I interviewet
med underviseren gives der udtryk for netop dette:

"Vi er jo vant til at bruge emojis rigtig meget
sammen hele tiden, ikk? Og det er kursisterne
jo 0gsd og det har de bare rig mulighed for p&
Whatsapp og méske ogsa, altsd ikke bare for at
kompensere for noget, hvor man ikke har et an-
sigt, men mdéske ogsd kompensere for noget
man ikke kan udtrykke pd dansk. M3ske kan
man ikke lige ordet for ‘jeg er frustreret!, men
til gengaeld kan du sende en facepalm-emoji.”

Ifglge Garrison viste det sig allerede i de tidligste tiltag
med online undervisning, at det var udfordrende at
skabe et imgdekommende laeringsmiljg, ndr kommuni-
kationen var bade skriftlig og asynkron (ibid.: 26). For
at skabe en staerkere forbindelse til gruppen gennem on-
line kommunikation, er det ngdvendigt at denne er aben.
I tilfaeldet med Whatsapp var kommunikationsvejen hur-
tig og nem, da kursisterne havde appen p& mobiltelefo-
nen som oftest var lige inden for raekkevidde, og som
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samtidig ikke kraevede lange og komplicerede loginpro-
cedurer. P& Whatsapp er der mulighed for at skrive pri-
vate beskeder til hinanden, men i langt de fleste tilfaelde
foregik kommunikationen abent, sdledes at alle fik de
samme beskeder. Ifglge underviseren betgd dette, at
kursisternes spgrgsmal eller problemstillinger indirekte
hjalp andre kursister pd holdet, da flere potentielt sad
med samme spgrgsmal eller udfordringer. Den abne
kommunikation gjorde ogsa, at hun og kursisterne laerte
hinanden bedre at kende, seerligt fordi de var sammen
om at navigere i en ny og anderledes tid. I interviewet
fortzelles det, at hun og kursisterne blev rystet tzettere
sammen:

"Mit forhold til dem er blevet taettere, altss det
er lidt det her med, nar man gennemgar noget
hardt sammen, s& bliver man rystet taettere
sammen - og ikke fordi corona og online under-
visning har vaeret sddan en strabadsetur, vi
skulle igennem, men det har jo alligevel veeret
en ret anden situation, s3 derfor synes jeg 0gsd
- alts3 jeg kommer da til at kunne huske denne
her tid for altid, og det vil vaere de kursister som
Jjeg husker, ikk?”

I kommunikationen kan humor ogsa spille en vaesentlig
rolle i forhold til at styrke den interpersonelle umiddel-
barhed (Garrison 2007: 45). Ifglge underviseren yndede
b&de hun og kursisterne at joke med hinanden, hvilket
til tider gav kommunikationen en sjov og uformel tone.
Nar der er plads til 8benhed og humor styrkes det inter-
personelle aspekt i kommunikationen, hvilket har betyd-
ning for om kursisterne fgler sig forbundet i det online
feellesskab eller ej (ibid.). Og ndr netop Whatsapp an-
vendes som foretrukken kommunikationsvej, skal dette
heller ikke anses som en tilfaeldighed. Det er nemlig den
app hovedparten af kursisterne bruger til at opnd en for-
bundethed med venner og familie i hjemlandet. Kursi-
sterne anvender appen i deres daglige liv, hvilket under-
viseren drog fordel af, da hun oprettede en gruppe og
tilfajede kursisterne til den. Nar dette medie anvendes i
en undervisningssammenhang, kan man tale om et per-
sonligt leeringsmiljo.
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Videoeksempel #1: I denne video vises en raekke eksem-
pler p@ hvordan underviseren bruger Whatsapp til at
hjaelpe kursisterne med tekniske udfordringer. Det ses
ogsa hvordan hun gennem appen koordinerer undervisnin-
gen. Her er det veerd at bemaerke underviserens anerken-
dende tone, der medvirker til en rar atmosfeere.

kortlink.dk/27msb

Videoeksempel #2: I denne video ses eksempler pa hvor-
dan kursisterne indbyrdes organiserer gruppearbejde med
hinanden, samt hvordan nye kursister bydes velkommen
ind i faellesskabet. Laeg meerke til den omsorgsfulde og
venlige kommunikation, der hersker blandt kursisterne. I
dette eksempel ses det ogsd hvordan kursisterne joker
med hinanden.

=]z ]

E kortlink.dk/27msd
I begge videoeksempler er det veerd at bemaerke den ef-
fekt emojis har for kommunikationen.

Det personlige laeringsmiljg

Behovet for den nemme og overskuelige kommunikati-
onsvej var vigtigt i forhold til at f& gang i onlineunder-
visningen. Den nzere kontakt med underviseren har veae-
ret ngdvendig for, at kursisterne ikke gav op i forsgget
pd at tilgd undervisningen, og samtidig har en tydelig og
neervaerende underviserrolle vaeret afggrende for kursi-
sternes tiltro til den nye undervisningsform, hvilket ikke
er ualmindeligt: Garrison redeggr for, at der allerede i de
tidligste tiltag med onlineundervisning viste sig et behov
for tydeligt lederskab. Dengang var det problematisk at
opretholde deltagelsen, hvor et lavt niveau af interesse
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var forankret i en manglende struktur. Han understre-
ger, at der til trods for &ben og eksperimenterende del-
tagelse er behov for en lederrolle, der designer og facili-
terer undervisningen ved at informere og instruere del-
tagerne i praksisfeellesskabet, sdledes at onlineundervis-
ningen bliver produktiv og levedygtig (ibid.: 18).

I observationen af underviserens og kursisternes inter-
aktion pa Whatsapp blev det tydeligt, hvor vigtig under-
viserens evne til at guide og vejlede kursisterne blev es-
sentiel for at de kunne tilgd de rette onlineplatforme. I
videoeksemplerne ovenfor ses det hvordan kursisterne
vejledes i at logge ind. Eksemplerne viser ogsa hvordan
underviseren informerede og instruerede kursisterne i
forskellige andre sammenhange. For underviseren var
det vigtigt at vaere tydelig i sin lederrolle, s kursisterne
havde fglelsen af at hun var til stede trods den fysiske
afstand. Samtidig var det ogsa vigtigt for hende, at hen-
des tilstedeveerelse blev meningsfuld og relevant for kur-
sisterne:

"Det der var rigtigt vigtigt for mig umiddelbart,
det var, at de stadig folte at jeg var der, og at
de stadig havde en dialog med mig og at de sta-
dig havde en dialog med hinanden sédan de ikke
bare folte ‘her kommer der en med nogle opga-
ver, og dem skal du bare sidde og lave’ - altss
der skulle stadig vaere kommunikation og der
skulle stadig veere relationen mellem mig og
dem, ligesom der er i klasselokalet. S& det var
umiddelbart min forste tanke fordi - det er me-
get nemt, tror jeg, at tabe nogen pd gulvet fordi
de bare foler 'n&, men nu bliver der bare spyttet
nogle opgaver ud, hvorfor skal jeg lave dem?’
Derfor gjorde jeg meget ud af at lave en
Whatsapp-gruppe.”

Dalsgaard redeggr i sin artikel Personlige leeringsmiljoer:
Universitetsuddannelse pa internettet (2011) for hvor-
dan de personlige leeringsmiljger kan understgtte de lae-
rendes lseringsaktiviteter med henblik pa at bevaege
disse ud over de institutionelle rammer. I dette tilfaelde
er der redegjort for, at adgangen til de institutionelle lze-
ringsplatforme ofte udfordrede kursisterne i sddan en
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grad, at de matte sgge hjeelp gennem Whatsapp. Ifglge
Dalsgaard skal de personlige laeringsmiljger netop ses i
lyset af, at de leerende tager nettet i brug ud fra egne
behov og finder de ressourcer, der er relevante for dem
selv (Dalsgaard 2011: 9). Disse leeringsmiljger har sam-
tidig fokus pa at hjzelpe de leerende med at kontrollere
og styre deres laeringsaktiviteter, hvilket Whatsapp i
dette tilfaelde gjorde. Som det ses i foregdende videoek-
sempler, koordinerede bade underviser og kursister
gruppearbejde i appen, men det var ogsa her undervise-
ren blandt andet informerede kursisterne om hvad tid,
de havde individuel undervisning med hende. Undervi-
seren brugte ogsa appen til at give kursisterne besked
om hvornar undervisningen startede og hvad de kunne
forvente af dagens undervisning. Kursisterne gav ogsa
underviseren besked om, ndr de var feerdige med en op-
gave og var klar til at modtage feedback. Dette gav un-
derviseren mulighed for at fa overblik hvor langt kursi-
sterne var med deres opgaver, men det var ogsa her
kursisterne kunne sgge hjeelp hos hende, hvis de havde
sveert ved at Igse en opgave eller kreevede en hurtig for-
klaring. Ifglge Dalsgaard er et af argumenterne for at
anvende personlige leeringsmiljger, at de afspejler den
mediebrug de lzerende er bekendte med fra deres hver-
dag, og samtidig kan de medvirke til at de laerende kan
komme ud over de begraensninger, de mgder i e-lae-
ringssystemerne (ibid.: 10). I neervaerende tilfeelde
mgdte kursisterne maske naermere udfordringer end be-
graensninger, hvor de seerligt keempede med teknikken i
form af udfordrende login-procedurer — eller simpelthen
manglede det forngdne udstyr, der kunne give dem en
bedre brugeroplevelse. Selvom langt de fleste havde en
computer til radighed, anvendte en andel af kursisterne
deres smartphone eller tablet, ndr de tilgik undervisnin-
gen gennem Google G Suite. Dette betgd at det var en
anelse vanskeligere at samarbejde online, men bestemt
ikke umuligt.

Det seerligt vigtige ved de personlige laeringsmil-
joer er, at de kan understotte de sociale relationer i form
ar kommunikation, dialog, samarbejde og ikke mindst
synlighed mellem de studerende (og undervisere) (ibid.:
11). Som det tidligere er redegjort for, gjorde Whatsapp
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det muligt at have en nem og hurtig kommunikation mel-
lem kursisterne og underviseren, hvilket underviseren
gennem interviewet udtrykker har styrket relationerne
pa holdet. Dette ses blandt andet i den omsorg kursi-
sterne kommunikerer ud ved andres sygdom eller da der
ankom nye kursister pa holdet. Her bgd kursisterne de
nye velkommen og spurgte interesseret ind til dem,
hvorefter de blev en fast integreret del af holdet.

Kollaborative praksisfeellesskaber i
onlineundervisningen

I det fglgende gives der eksempler pa kursisternes
mundtlige og skriftlige produktioner i onlineundervisnin-
gen. Udgangspunktet tages i sprogskolens learning ma-
nagement system, der bygget op omkring Google G
Suite. Ud fra artiklens sociokulturelle standpunkt, foku-
seres der szerligt pa praksisfeellesskaberne som forud-
saetning for laering og vidensdeling. Ud fra en sociokul-
turel forstdelse finder laeringen sted / en eller anden form
for kollaboration, hvor deltagerne tager del i et faelles
arbejde (Bang og Dalsgaard 2005: 7). Ifglge Bang og
Dalsgaard skyldes dette, at forstaelse ikke er individuel,
da viden alene eksisterer i sociale forbindelser. Derfor er
det interessant at se pd hvordan underviseren facilite-
rede kollaborative laeringsmiljger, der engagerede kursi-
sterne i at tage del i det fzelles arbejde.

Wenger definerer et praksisfaellesskab som en
gruppe af deltagere, der gensidigt engagerer sig i og om-
kring et faelles domane, hvor viden og erfaring er foran-
kret i feellesskabets sociale processer (Wenger 2004:
90). Et praksisfaellesskab eksisterer ikke blot ved at kur-
sisterne gar pa samme hold eller er sat sammen i en
gruppe. Et praksisfaellesskab kan kun leve, ndr der op-
retholdes teette relationer af gensidigt engagement or-
ganiseret omkring det, deltagerne er der for at lave
(ibid.: 91). Et praksisfaellesskab indeholder ogsd feelles
ressourcer, der bl.a. omfatter ord, rutiner, gestus, hand-
linger, begreber eller andet som faellesskabet har produ-
ceret eller indoptaget i lobet af sin eksistens (ibid.: 101).
I interviewet med underviseren udtrykker hun vigtighe-
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den af at kursisterne indgdr i forskellige gruppekonstel-
lationer, hvor de har mulighed for at producere s3 meget
output som muligt:

"Jo mere selvtillid jeg har faet som underviser,
Jjo mere har jeg indset hvor vigtigt det er, at de
f&r mulighed for at producere sa meget output
selv som overhovedet muligt. Og det vil sige, at
hvis det er mig, der styrer det og det er mig, der
star oppe ved tavlen, jamen s& kan det vare at
de i gennemsnit maske far sagt noget, der sva-
rer til 30 sekunder pa fire lektioner, ikk? Og det
tror jeg i hvert fald ikke p&, at man far saerlig
meget ud af (...) s jeg gor utrolig meget ud af,
at de far mulighed for at producere s§ meget
output som muligt, hvilket betyder at de arbej-
der meget i grupper, de arbejder meget pd
tvaers af modulerne, sddan s& at jeg laver for-
skellige grupper hver gang (...) og ogsa fordi de
alle sammen har styrker og svagheder, s& det
er det her, jamen det kan godt vaere du er super
god mundetligt, men det kan vaere du har brug
for lidt mere hjaelp skriftligt (...) altsa der er for-
skellige styrker, der traekker fra i et gruppear-
bejde, om det s3 handler om det skriftlige eller
mundtilige”

Ifelge Wenger er tingsliggorelsen et konkret tegn pa, at
der er engagement blandt deltagerne i praksisfeellesska-
bet, hvilket er det underviseren refererer til som output.
Overordnet set kan tingsligggrelsen besta i produktionen
af udsagn eller artefakter, sdsom blandt andet tekster.
Ifelge Wenger er det pa grund af produceringen af arte-
fakter, at praksisfeellesskaberne har tendens til at for-
laenge de fzelles ressourcer, der gar langt ud over de for-
hold, der skabte dem til at begynde med (ibid.: 109). I
naervaerende kontekst betgd det blandt andet, at kursi-
sternes produktioner blev gjort til veerdifulde genstande
i en undervisningssammenhaeng for dem selv og holdets
gvrige kursister. I det fglgende vises et videoeksempel
pa hvordan kursisterne i praksisfeellesskabet engagerede

55



sig i processen om at Igse en skriftlig opgave. Kursi-
sterne kommunikerede med hinanden gennem Google
Meet, mens de skrev i det samme Google Docs.

Videoeksempel #3: Denne video viser fgrst og fremmest
hvordan underviseren praesenterede og faciliterede da-
gens skriftlige opgaver.

I videoen ses det hvordan underviseren gav feedback pa
en kursists individuelle aflevering omkring emnet paske-
ferie. Opgaven bestod i at kursisterne hver iszer skulle
skrive om deres paskeferie, hvorefter de i grupper skulle
rette og kommentere hinandens tekster.

Hernaest folger et eksempel pa hvordan den samme
gruppe i fellesskab skrev en e-mail, mens de snakker
sammen om opgaven over videoopkald.

[=]sn [m]

1

[=] kortlink.dk/288d2

Det er primeaert kursisterne, der styrer processen, mens
underviseren har en mere tilbagetrukket rolle. Hendes
opgave er at vaere facilitator og vejleder for de enkelte
grupper. Hun sidder heller ikke her med endegyldige
svar, for i denne proces er det kursisterne, der i samar-
bejde med hinanden ndr frem til et endeligt mal gennem
deres viden og ressourcer. Underviseren er heller ikke
konstant til stede i videoopkaldet, men besgger grup-
perne lgbende undervejs i undervisningstiden.

Opgavetypen laegger sig op ad en projektorienteret
form, hvor alle deltagerne aktivt bidrager til den kolla-
borative proces. Sdledes ses det, at kursisterne diskute-
rer opgaven og skriver i det samme dokument, og sam-
tidig forholder de sig til hinandens bidrag gennem kom-
mentarer, spgrgsmal og rettelser.

Det seerlige ved de online skriftlige produktioner
var, at kursisterne altid havde mulighed for at se hinan-
dens bidrag, enten fordi de havde adgang til hinandens
online skrivemapper eller fordi de alle skrev i det samme
online dokument. Det gav potentielt kursisterne mulig-
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hed for at se 15 forskellige tekstbidrag eller svarmulig-
heder. Samtidig betgd det ogsa at underviserens feed-
back blev synlig for alle pa holdet, hvilket potentielt
kunne gavne hele holdet, idet de fik indsigt i fx korrige-
ringer af egne og andres sproglige afvigelser.

Videoeksempel #4: I denne video vises et eksempel pa
kursisternes skriftlige produktioner i det samme doku-
ment. Opgaverne bestod henholdsvis i at de skulle skrive
en historie ud fra et personligt billede og ud fra en kort
billedserie. I starten af videoen vises et par eksempler pa
dagsaktuelle lektionsplaner.

kortlink.dk/288d5

I forhold til opgavetyperne var det vigtigt for undervise-
ren, at udgangspunktet blev taget i kursisternes eget liv
for at ggre undervisningen relevant for dem selv:

“Noget jeg laegger vaegt pa, det er at altid prove
at gore opgaverne relevante for deres eget liv,
altsd hvor de f&r mulighed for at fortaelle ud fra
deres eget perspektiv, fordi jeg tror det betyder
noget for motivationen (...) noget man kan for-
holde sig til, noget der kommer fra ens person-
lige liv (...) noget som man ikke selv kan rela-
tere til, er langt sveerere at tale om (...) og det
kan jeg se er det af det som de reagerer bedst
pd, altsd noget af det, de synes er noget af de
sjoveste at arbejde med.”

Ifglge Garrison kan det veere tillidsskabende i et feelles-
skab, hvis deltagerne deler noget om dem selv, hvilket
kan have en positiv indvirkning pa laeringsmiljget: Basi-
cally; the more we know about other members of the
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community, the more trustful and responsive we becorme
in terms of academic discourse (Garrison 2017: 45).

Ifglge underviseren havde det ogsa en betydning,
at kursisterne kunne f& indblik i hinandens liv der-
hjemme. Det har blandt andet vaeret muligt for kursi-
sterne at hilse pa hinandens bgrn eller vise nogle ting,
de normalt ellers ikke ville kunne have vist. Underviseren
siger blandt andet i interviewet:

“Og der er jo nogle ting som du ikke ser i klas-
sen, der er du ikke inde i andre folks hjem, og
du far ikke denne her side af deres liv (...) fordi
vi er i en anden setting”

Dette viste sig blandt andet ndr kursisterne mgdte ind i
’klasseveerelset’ online. Her s&8 man at kursisterne drak
te, spiste morgenmad eller som i det fglgende eksempel
sad med nymfeparakitter pa skuldrene, mens der blev
undervist. Der forekom en afslappet atmosfaere, hvor
der blev skabt et indblik i kursisternes hjemmeliv.

Videoeksempel #5: I denne video vises eksemplet med

nymfeparakitterne pa en kursist skuldre. Dette giver ind-
tryk af at kursisterne befinder sig i en anden setting, hvor
hjemmet og klasseveaerelset flyder sammen.
m

" kortlink.dk/288d7

I det fglgende videoeksempel vises det hvordan under-
viseren faciliterede mundtlige fremlaaggelser, hvor kur-
sisterne skulle fortzelle noget om en personlig genstand.

Videoeksempel #6: I denne video vises det hvordan un-
derviseren faciliterede en mundtlig fremlaeggelse. Dette
gjorde hun ved at ga foran med sit eget eksempel (dog

58


http://kortlink.dk/288d7

klippet fra her), hvorefter kursisterne selv skulle finde en
ting derhjemme, som de ville praesentere og vise for de
andre. Efterfalgende blev der stillet spgrgsmal af bade
underviser og kursisterne til den, der netop havde frem-
lagt.

= kortlink.dk/288d8

Legitim perifer deltagelse

I forhold til de to nye kursister pa holdet er det interes-
sant at se hvordan de indgik i praksisfzellesskabet. Wen-
ger arbejder med begrebet /egitim perifer deltagelse,
som er betegnelsen for den proces, der opstar, nar et
nyankommet medlem skal optages i praksisfeellesska-
bet. Som legitimt perifert medlem bliver man anerkendt,
deraf det legitime aspekt, men man varetager endnu
ikke de mest kraevende og betydningsfulde opgaver i
praksisfeellesskabet. For at et perifert medlem gradvist
kan bevage sig mod en position som fuldgyldig deltager,
er det ngdvendigt, at der er gensidigt engagement, og
at der er lige adgang til de fzelles ressourcer for alle, sa-
ledes at der skabes fzelles forstdelse af, hvordan faelles-
skabet fungerer. Derudover er det vigtigt, at det nye
medlem behandles som et potentielt fuldgyldigt medlem,
fordi feellesskabet kan fa gavn af de ressourcer, medlem-
met besidder, hvilket abner op for flere lzeringsmulighe-
der (Wenger 2004: 122). Underviseren forteeller i sit in-
terview, hvordan den erfarne kursist, hjalp den nye kur-
sist ind i feellesskabet, sa der opstod en mere lige adgang
til de feelles ressourcer:

“Det var en gruppe pa tre, og to af dem var fra
Thailand, og en var forholdsvis ny pd holdet og
pé et lavere niveau (...) sa selvom de slog over
i thai, s var det faktisk for at forklare den an-

den person, altsad hende pa det lavere niveau,
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nogle af de ting, eller ligesom hjaelpe hende
med det. S3 det var ikke sddan noget de slog
over for at sludre om hvad de skulle i weeken-
den, men de kunne virkelig, virkelig udnytte
hinanden - eller bruge hinanden til at f3 talt
om, i det her tilfeelde var det noget grammatik”

I det fglgende eksempel vises det hvordan to kursi-
ster, en erfaren og en ny, nar frem til en feelles for-
stdelse af indholdet i en opgave.

Videoeksempel #7: I denne video vises et eksempel pa
en erfaren kursist og en nyankommet kursist, der i feel-
lesskab arbejder mod et mal.

Kursisterne anvender deres modersmal, hvilket kan vaere
en inkluderende strategi for at give en stgrre forstaelse af
faellesskabets proces og domaene. Laeg maerke til hvordan

den ene kursist gar ind og retter i den andens tekst til
sidst.

E-IH E
i
E kortlink.dk/27mgh

I forleengelse af den legitime perifere deltagelse kan det
vaere interessant at se pé’l den undervisningsform, hvor
underviseren samtaler med kursisterne pa@ tomands-
hand. Udgangspunktet finder jeg hos Leo van Lier, der
taler om vigtigheden af hgj grad af contingency i dialo-
gen mellem underviser og kursist, da det er her lzerings-
potentialerne har de bedste vilkdr for at udfolde sig.
Samtalen skal faciliteres, saledes at der skabes betingel-
ser for ny viden og nye erfaringer. Det betyder blandt
andet at dialogen mellem kursist og underviser befinder
sig pa et autentisk stadie, hvor underviseren ikke sidder
med de rigtige og endegyldige svar. Underviseren er op-
rigtigt interesseret i kursistens svar, og ved at forfglge
kursistens udsagn kan dialogen skabe bund for mere vi-
den og flere erfaringer.

60


http://kortlink.dk/27mqh

I det fglgende videoeksempel ses underviseren i
dialog med en kursist via Google Meet, hvor det er tyde-
ligt at hun ikke kender svarene pa forhand, men sgger
svarene hos kursisten. Igen tages der udgangspunkt i
kursistens personlige liv, hvor kursisten selv har bestemt
hvad han vil snakke om. Ifglge underviseren har denne
undervisningsform veeret den, der har bidraget mest po-
sitivt til relationen, fordi hun havde tid til at sidde og
snakke med dem individuelt i et kvarters tid, hvilket der
ikke er tid til under normale omstaendigheder. Under-
viseren uddyber dette i interviewet:

“Jamen jeg synes faktisk, at noget af det, der
har bidraget mest positivt til relationen, fordi jeg
rent faktisk har haft tid til at sidde og snakke
med dem individuelt — det har jeg ofte ikke. Som
oftest, der skal vi nd at gennemgd nogle ting og
Vi skal nd alle sammen i faellesskab og s& kan
det vaere, at jeg lige har lidt tid, nar det kommer
op omkring modultest, at vi lige kan sidde og
pve noget mundtligt, men det er heller ikke altid
jeg har tid til det, s& jeg synes virkelig jeg har -
at relationen er blevet meget staerkere, altss
min og kursisten i mellem - og s& har de fx for-
talt om deres praktik, og s& naeste gang vi snak-
ker sammen, s& sparger jeg ‘na, men hvordan
gér det med praktikken?’ Og sadan - der er flere
spor [ det som ligesom traekker videre, ikk? Og
de fortaeller — de har ofte noget de gerne vil
snakke om, fordi det er noget igen de kan rela-
tere til personligt og det er noget som betyder
meget for dem i deres liv, og det der med - ja-
men det kan du fortsaette med at snakke om og
du far et storre indblik i dem som personer 0gsa,
og derved kan du tilrette undervisningen s& det
bliver mere relevant for dem hver isar, ikk?”

Videoeksempel #8: I denne video vises et eksempel pa
en samtale mellem underviseren og en kursist indehol-
dende hgj grad af contingency. Det ses bl.a. i det autenti-
ske aspekt, hvor kursisten selv har bestemt emnet for da-
gen, og hvor underviseren sgger svar hos kursisten ud fra
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oprigtig interesse, hvor hun ikke p& forhdnd kender sva-
rene.

kortlink.dk/27mpz

Klasselokalet i Google Meet

De fleste morgener blev kursisterne indkaldt til et feelles
Google Meet videoopkald. For underviseren var det seer-
ligt vigtigt at starte dagen med noget fzelles, hvor kursi-
sterne fik mulighed for at se hinanden, hvilket de fx ikke
har gjort via Whatsapp. Underviseren og kursisterne
startede dagen sammen og snakkede lidt. Herefter gik
de i gang med at lege sma sproglege. Det kunne fx vaere
galgeleg eller en historie kursisterne skulle bygge op
sammen satning for saetning. Foruden Whatsapp gav
morgensamlingerne pd Google Meet kursisterne mulig-
hed for konkret at se, at de var en del af noget stgrre og
at de ikke sad alene i isolationslignende tilstande. Her
blev det muligt at se sin underviser og sine klassekam-
merater i gjnene og starte dagen med et faelles udgangs-
punkt. I interviewet med underviseren udtrykkes det
0gsa, at morgensamlingerne var et fast holdepunkt i
hverdagen:

“Alt efter hvilken lille leg eller opgave jeg har
eller hvad vi lige

skal snakke om - s3 det giver ligesom et fast
holdepunkt, og jeg tror ogsd det giver den der
dialog, de ved at de skal snakke med mig og
snakke med hinanden til at starte med - lidt Ii-
gesom nar vi modes i klassen, s& det har 0ogsd
givet en eller anden form for stabilitet og vi siger
godmorgen til hinanden og de siger godmorgen
til mig og snakker lige lidt sammen, s& det tror
Jjeg har vaeret godt givet ud, at have de - altss
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0gsé fordi de arbejder ofte videre mundtligt, en-
ten i grupper eller med mig, men ogsé at de har
den der feelles opstart.”

I det fglgende eksempel vises en video af hvordan mor-
generne pa Google Meet sa ud.

Videoeksempel #9: I denne video vises et par eksempler
pa nogle af de sma ordlege, som mange af undervisnings-
gangene startede med.

[=] &[]

E kortlink.dk/288dp

Opsamling og afsluttede refleksioner

I nedlukningsperioden havde underviseren gjort en
reekke tiltag for at kursisterne ikke skulle falde fra i for-
hold til at tilgd undervisningen online. Det viste sig, at
det kraevede bade it-maessige og paedagogiske kompe-
tencer, der 13 uden for det der normalt kan forventes af
en underviser i dansk som andetsprog. I tiden med onli-
neundervisning havde underviseren strakt sin arbejdstid
ud over hele dagen, ved at veere tilgaengelig pa
Whatsapp, og havde sgrget for at slukke tekniske ilde-
brande, der hvor de er opstdet. Kursisterne havde derfor
altid en livline, de kunne gribe ud efter ndr behovet op-
stod.

Det var en ekstraordinaer periode, der kraevede en
ekstraordinzer indsats af bade underviseren og kursi-
sterne, hvor det personlige leeringsmiljg har vaeret det
primeere bindeled mellem underviseren og kursisterne,
der samtidig ogsa gjorde at adgangen til Google G Suite
kunne lade sig ggre. Samtidig er det heller ikke uvee-
sentligt at bemaerke, at kursisterne i denne artikel havde
lidt erfaring bag sig i og med, at de havde gdet i sprog-
skole et stykke tid og havde nogle sproglige og tekniske
ressourcer med sig, der gavnede dem i denne periode.
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I tiden med fysisk distance har underviseren for-
maet at facilitere online lzeringsfeellesskaber, der havde
rod i relationelle forbindelser. Sprogskolens online plat-
forme havde redskaberne til, at der kunne arbejdes i kol-
laborative processer blandt andet ved hjzelp af Google
Docs og Google Meet.

Nar undervisningen har taget udgangspunkt i kur-
sisternes eget liv, er disse ogsa blevet gjort til veerdifulde
lzeringsgenstande i undervisningen som andre kursister
har haft glaede af pa flere mader: Det har givet et indblik
i hinandens liv, hvilket har betydet at kursisterne har
haft mulighed for at laere hinanden bedre at kende, og
derudover har de har haft mulighed for at lade sig inspi-
rere af hinandens produktioner. Samtidig har undervise-
rens feedback veeret tilgaengelig for hele holdet, hvori
der ogsa findes gode lzeringspotentialer.

Det er maske det, der seerligt adskiller onlineun-
dervisningen fra den traditionelle klassevaerelsesunder-
visning: Mulighederne for at f& adgang til andres res-
sourcer i et endnu stgrre omfang, netop fordi der er 8ben
adgang til hinandens produktioner.
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PRESENTATION TECHNIQUES:
AN ONLINE VERSION

Sophie Swerts Knudsen

When on 11 March 2020, the Danish authorities imple-
mented strict measures to prevent COVID-19 from
spreading in Denmark, and the University of Copenha-
gen had to close its physical doors for students and staff,
I was in the middle of teaching Presentation Techniques
for MA and BA students, part of a 15 ECTS credit-bearing
course which is attended by mostly exchange students.
Since a course on learning how to present and how to
speak in public is hands-on and skills-based, I was con-
fronted with two relevant questions: Does a subject
such as presentation techniques lend itself to online
teaching, and if yes, would I be able, under the circum-
stances, to continue to teach my course online?

In this article, I will first explain the content of
Presentation Techniques for MA and BA students, the or-
ganization of the course, the intended learning outcomes
and the organization of the exam. I will then elaborate
on the changes that took place from the moment the
course took an online form, the organization of the online
exam, and the challenges and consequences of an online
Presentation Techniques course. Finally, I will end with
some reflections on what the change into being an online
teacher meant for me.

Academic Presentation Techniques for MA and BA stu-
dents

Academic Presentation Techniques (PT) for MA and BA
students is a 14-week course taught in seminar style,
and aims to assist students in being able to participate
in class and auditorium discussions. Additionally, they
learn how to deliver better oral exams and to become
memorable presenters at university and in their future
careers. To achieve this goal, the students work on nu-
merous presentations in their own field of study and po-
tentially in the early stages of their own research. The
intended learning outcomes for PT are the following:
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e Plan, prepare and structure academic presenta-
tions

e Design and deliver informative and persuasive
presentations clearly

e Design and deliver complex arguments and
counterarguments

e Use language techniques and selected presen-
tation techniques to create memorable aca-
demic presentations

e Speak confidently with appropriate rate, pro-
jection, vocal variety and movement in a vari-
ety of situations such as lectures, oral exams,
master theses defense, conferences etc.

e Evaluate and critique presentations in a de-
tailed and diplomatic way

e Expand comfort zone when talking to a variety
of audiences and deliver presentations with
charisma and ethos, logos and pathos

e Use correct academic and domain specific lan-
guage

e Deal with fear when speaking in front of an au-
dience

The course merges BA and MA level. This is possible be-
cause the course content is the same for all participants
no matter their degree. Both groups of students attend
the same lectures and are assighed the same type of as-
signments. They are, however, assessed differently. The
difference in level between BA and MA students is first of
all expected in the length of their in-class and exam
presentations. Moreover, the MA students are supposed
to show a higher level in thinking critically, in their use
of various sources and in the sophistication of their lan-
guage.

The course consists of fourteen weekly meetings (of
two consecutive sessions) of which twelve are in-class
and two are reserved for home study. These study-at-
home sessions are strategically placed over the course
of the semester for the students to be able to plan, prac-
tice and prepare their two most important assignments:
the informative and persuasive presentation. During the
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first three sessions, all content on presentation tech-
niques is taught in the form of short lectures. Here, I aim
to ‘practice what I teach’ and turn the lectures into ex-
amples of how presentation techniques should be imple-
mented. The cornerstones of PT are ‘Language’, ‘Struc-
ture’ and ‘Presentation Techniques’ and are divided in
the following topics:

e How to plan, practice and prepare a presentation

e General information on public speaking

e Language techniques in presentations and public
speaking

e How to create supporting visuals (flipped class-

room video)

How to tackle fear (flipped classroom video)

Simplicity in presentations

Non-verbal communication

How to be charismatic?

Ethos, logos and pathos

Question and answer sessions

Why is storytelling important?

Apart from the above-mentioned topics, the students
need to study a reading list that contains research and
popular articles on presentation techniques and analyse
numerous examples of academic as well as popular
presentations. This reading list is mandatory study ma-
terial. Also part of self-study are two flipped classroom
videos on ‘How to create supporting visuals’ and ‘How to
tackle fear’. These flipped classroom videos were created
specifically for this course with the aim to allocate more
time in class for the students’ presentations. I highly rec-
ommend my students to be familiar with the content of
both the videos and the reading list by the fourth session
of the course so they are able to implement the acquired
knowledge in their presentation deliveries and peer as-
sessments.

During the course, each student delivers two
presentations; in the first half of the course, the focus
lies on the fairly simple informative presentation, after
which we concentrate on the more demanding persua-
sive presentation. The time limit for both presentations
depends on the number of students in class, but usually
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the BA students are given 4 minutes, and the MA stu-
dents 5 minutes. The topics of both presentations must
be in the student’s own field of study. To allow sufficient
time for oral assessments, only a maximum of five to six
students present during a class session. When all pre-
senters have delivered, the class is divided into small
groups, and during 10 minutes the students discuss the
three cornerstones of the presentations: language, the
structure of the presentation and presentation tech-
niques. These peer assessments focus on both the
strengths of the presenters’ delivery and the challenges.
After the student assessments, it is my turn to give an
oral assessment of the presenters’ deliveries.

Because time is a serious constraint for the course,
I record all presentations for detailed assessment after
the in-class session. The more students participate in the
course, the less time there is for presentation deliveries
and oral assessments. Both are essential for the course
as the deliveries represent practical experience and the
oral assessments teach the students how to analyze a
presentation. Since there is only time for each student
to deliver maximum two presentations, it is important
these exercises allow them to fully understand their own
strengths and weaknesses. Therefore, every presenta-
tion in class is recorded. This allows the presenters to
watch their delivery as many times as is necessary.
Moreover, a recorded delivery allows for a much more
detailed assessment. A camera records the presentation
and a body microphone ensures proper sound quality.
The recordings are turned into unlisted YouTube videos
and are posted on Absalon! on the day of the delivery.
Each week, a different group of eight to ten students will
each individually write their own assessment for the
presentations of the day, and post them on Absalon be-
fore a certain deadline. I also write a detailed assess-
ment of the presentation and post it on Absalon before
the same deadline as the students. This way each pre-
senter will not only receive an oral peer- and teacher as-

! Absalon is The University of Copenhagen’s learn-
ing management system.
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sessment, but also approximately eight written peer re-
views and a written teacher assessment. On the basis of
these detailed assessments, the student is supposed to
improve the next presentation.

Halfway through the course, when all informative
presentations have been delivered, the course moves to
the persuasive presentation, which requires more pathos
in the use of techniques and language and which is
therefore considered a more difficult type of delivery.
Usually, by the time the persuasive presentations are
tackled, most students are highly aware of their own
strengths and weaknesses, and therefore hopefully
ready to leave their comfort zone to achieve more pathos
in their delivery.

Because there is little time during the on-campus
sessions for extra practice, I always introduce two types
of exercises for the students to train their presentation
skills at home, preferably on a daily basis. In the fairytale
exercise, students need to tell an imaginary audience of
young children the first minute of a fairytale to train fa-
cial expression, upper body language, vocal variety and
storytelling skills. The second exercise is the impromptu
presentation. The students are shown a short TED talk,
or the one-minute BBC news, after which they deliver
the content in a well-structured presentation without
preparation. This exercise improves their general profi-
ciency in English, expands their vocabulary, teaches
them to structure their thoughts on-the-spot, and boosts
their presenting skills.

The last session of the course is allocated for exam
information. Many of the students in the course are ex-
change students who have never experienced an oral
exam before. It is crucial all students feel at ease and
well-informed, especially for an anxiety provoking course
such as Presentation Techniques, and, therefore, I ex-
plain in detail how the exam takes place. The exams are
usually organized one week after the last session of the
course. If possible, there are no more than five to six
exam presentations scheduled on each exam day. The
students are asked to deliver an academic persuasive
presentation in their field of study supported by a Pow-
erPoint slide show. All in all, each student sits an exam
of 30 minutes. For MA students, the time limit of their
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delivery is 10 minutes; BA students deliver a 7-minute
presentation. After the presentation delivery, a question
and answer (Q&A) session takes place between the stu-
dent and the examiners. This simulated Q&A session
takes about 10 minutes and focuses on the content of
the presentation. When the Q&A session is finished, the
students are asked to leave the exam room while the
examiners deliberate the grade of the student. When the
students are invited back inside, they receive both their
grade and feedback on their exam. The grades are given
according to the Danish 7 grade scale. If the exam is
passed, the student receives 7,5 ECTS.

Until a year ago, it was mandatory for the students
to attend a minimum of 75% of the course, but this re-
quirement no longer exists, and we now leave it to the
students’ own judgement to attend the course as they
like. There is, however, a component which is called ‘ac-
tive participation’ which the student must fulfill and
which comprises the writing of several peer assessments
of presentations, and delivering two presentations in
class with the other students as a ‘live’ audience. All par-
ticipation in class, however, is considered practice and
does not influence the final grade. This is to ensure the
students feel they can test their boundaries in terms of
implementing presentation techniques without feeling
hampered by an assessment that might affect their final
grade. Therefore, only the persuasive presentation at
the exam leads to the exam grade. There is, however,
one exception to this rule. When the student hovers be-
tween two grades at the exam, the quality of the written
assessments determines whether the student’s grade is
pulled up or down. This incentive should motivate the
students to write detailed and relevant peer assessments
throughout the course.

The change from onsite to online teaching

After the Corona lock-down, the question was raised if
PT would lend itself to being taught online. This would be
a major challenge, and one that I was hesitant to tackle
mostly because I believed the quality of the course would
be heavily affected by online teaching. However, I de-
cided to accept the challenge for two reasons: one, I felt
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an obligation towards the students who had chosen my
course and who counted on sitting the exam; and two, I
wanted to discover the consequences of teaching PT
online.

At this point in time, I had spent five on-campus
sessions with a group of 20 students, and they had had
one study-at-home session. The theory of presentation
techniques had been covered, and six out of 20 students
had delivered their informative presentation in class.
Oral and written assessments on these informative
presentations had been submitted. My first aim was to
inform the students that the course would continue to
run, and that those who travelled to their home country
would be able to finish the course online. Three students
had booked flights home and cancelled their Erasmus Ex-
change program. Two other students (from the Virgin Is-
lands and the Netherlands) had returned home, but de-
cided to continue PT. All in all, 15 of my students stayed
in the course and sat the exam.

When we began to teach online, the University of
Copenhagen recommended to stay as faithful to the orig-
inal on-campus course as possible. Therefore, I had to
decide if I wanted to continue to meet my students online
for a weekly session in which students would deliver their
presentations followed by oral assessments from their
peers and myself, or if I wanted to tackle the rest of the
course differently. Because I felt completely unprepared
and uncomfortable with the technology of ZOOM and Mi-
crosoft TEAMS, I decided not to meet my students online
for their weekly sessions during the first three online
weeks. Instead, I asked my students to record their
presentations and to post them on Absalon for peer and
teacher assessment. I did not consider this choice as a
loss in course quality because a recorded presentation
and a ‘live’ presentation delivered online are fairly similar
in terms of constraints. We would, however, lose the oral
peer feedback component. Each presentation would still
be peer assessed by the assigned groups and by myself.
To cover for the oral teacher assessment in class, I
added an extensive recording of my oral assessment for
each presentation on Absalon.

The first week online, I communicated with my stu-
dents via long announcements on Absalon, and by giving
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them extra articles to read, by adding examples of
presentations to watch and by offering a lot more infor-
mation than they would normally have received in class.
In short, I overcompensated with an overload of infor-
mation for the lack of meeting them in person. One of
my students gently made me aware of the overwhelming
number of emails and messages they received, and that
it was impossible to keep track of it all. Therefore, from
our second online session until the last one, I opted, in-
stead of mails, for informative and personal recordings
which contained all the necessary information for the
students. This had the effect I was hoping for because
several students wrote they appreciated listening and
‘seeing’ me rather than reading the information. They
considered the recordings as more personal, and the
possibility to listen to the messages several times if nec-
essary, as a bonus.

During the entire online course, I encouraged my
students to practice their exercises (the impromptu ex-
ercise and the fairytale) on a daily basis. Since I consider
the impromptu exercise self-study, I did not ask my stu-
dents to post their practice online. However, because I
anticipated a considerable loss in body language, facial
expression, and in engaging storytelling, I attributed
considerably more attention to ‘the fairytale’. Therefore,
I arranged for my students to record and post improved
versions of the fairytale on Absalon until they reached
the required level in engagement, facial expression and
body language. I also invited them to send additional
fairytale exercises should they want to practice more.
Only three students accepted this offer for extra feed-
back.

During the COVID period, I ‘met’ my students
online as a group twice. All students were present for
both group meetings. The first online group session took
place the fourth week into the COVID period which was
session 10 of my course. At this point, I had gathered
some experience in how to use TEAMS and ZOOM, and 1
invited my students for a class session on ZOOM. I hoped
that by ‘seeing’ each other online, by discussing the
online course, and by allowing them to ask questions,
they would maintain their motivation. Because there
were only four sessions left (of which 1 was a study-at-
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home session, and 1 an exam information session), and
because the students seemed to thrive in the way the
course was organized, I did not implement any major
changes to the course structure. A different approach
might have led to confused or dissatisfied students. The
second online group session took place at the end of the
course and served as an exam information session. Dur-
ing this last session, I also tested the waiting rooms in
Z0OOM, and the ‘how to share your screen’ function with
each student individually. This was to ensure that we all
felt comfortable with the technology during the exam.

The organization of the online presentation techniques
exam

From the day I accepted the titles of my students’ per-
suasive exam presentations, they had two weeks until
the actual exam to plan, prepare and practice their de-
livery. During this time, I allowed my students to invite
me to individual ZOOM meetings should they have any
questions about their presentations. This is an element
that I had never included in the on-campus courses be-
fore. Because I felt the students were more than ever on
their own in terms of preparation, I thought it fair they
should be offered extra guidance. Half of the students
took this opportunity once or twice and some even three
times. Because most undergraduate exchange students
have not conducted research yet, they often struggle
with the academic angle on the topic they choose such
as raising a solid academic question or statement in their
field of study, or locating sources and evidence. These
extra ZOOM meetings provided a place for them to ask
questions and to improve the academic content of their
presentations through a short discussion or brainstorm-
ing session with me.

The exams were spread over three days with five
presentations each day. To ensure neither time nor tech-
nology would surprise us, I added 15 minutes to the
length of each student’s exam time which extended the
exam to 45 minutes. ZOOM was chosen as the online
meeting room. I had asked all students to enter the
ZOOM meeting 30 minutes before their timeslot. When
it was their turn to deliver their exam, the students en-
tered the exam room and shared their PowerPoint
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slideshow with me and the censor, and then delivered
their presentation. I strived to simulate the on-campus
exam situation as much as possible and had therefore
asked the students to stand up in front of the camera.
This allowed us to ‘see’ the presenter from the waist up
and better observe body language and facial expression.
I had also asked them to place their computer on a table
or iron board next to them, so in their body language,
they could refer to the computer screen for their slides.
Most students shared their slides via ‘the share your
screen’ function. I had not expected some decided to
only show their slides via a TV or computer screen next
to them. This was a problem for the censor who could
not see the slides and therefore was not able to assess
the visuals. The students had, however, sent the slides
to me on beforehand which meant I was able to assess
the visuals.

The technological aspect of the online exams went
well. The method with the waiting rooms worked and we
were not troubled by technical hick-ups. The sound qual-
ity was overall good even though it was at times difficult
to judge if we were unable to understand the student
because of sound quality or because of pronunciation is-
sues. Also, it was difficult to assess the students’ body
language because of the limited space they could move
in. Their facial expression was less visible as they were
too far away to notice finer details. Interaction and en-
gagement with the audience was almost non-existing as
the screen between presenter and audience prevented
this. All students passed the course with grades that fluc-
tuated between 12 and 02.

The challenges and consequences of an online Presen-
tation Techniques course

The main challenge in the online PT course was the lack
of engagement and the spontaneous interaction game
that goes on between presenters and their audience in a
successful presentation. Apart from good content, to
present a strong academic presentation, three funda-
mental elements need to be present: (1) the implemen-
tation of various presentation techniques (both rhetorical
elements and nonverbal communication), (2) proficient
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academic language and (3) a well-built, logical structure.
Both language and structure are elements that can fairly
effectively be transferred to an online presentation.
Many presentation techniques, however, are not that
easily applicable in online presentations. In fact, apart
from rhetorical elements, the presence of nonverbal
communication in online deliveries seems to decrease
dramatically. The reason why nonverbal communication
is often stifled in online deliveries is mainly owing to a
lack of direct contact with the audience. Under normal
circumstances, there is an ‘action — reaction’ game going
on in a‘live’ presentation, where presenter and audience
communicate via the use of verbal language and body
language. The audience will react through clear and sub-
tle clues and the presenter will in turn react to these. For
example, if the presenter makes a funny claim, and says
‘right?’ at the end of the sentence, he does not neces-
sarily expect an answer from the audience, but the au-
dience would probably subconsciously react through a
smile or a nod. This shows the presenter that people are
listening and it will encourage her to continue communi-
cating. If done well, this wonderful game of ‘action-reac-
tion’ with the audience, usually leads to successful
presentations full of engagement. In online deliveries,
however, the screen between the presenter and audi-
ence often prevents these clues from being noticed or
understood. I therefore encouraged my students to
stand up for all their presentations, and to use their en-
tire toolbox of body language and facial expression as if
they spoke to a room full of spectators. Most of them
succeeded in imagining an audience, but the spontane-
ous body language as a reaction to the clues of the au-
dience was almost never there. The body language that
was shown was mostly rehearsed and stiff. The constant
game of interaction with the audience that characterizes
a ‘live’ delivery was mostly absent.

The assessment of the on-campus exam is based
on the equal value of three elements: the implementa-
tion of presentation techniques, the use of proficient lan-
guage and the application of a solid structure. Whereas
one third of the focus of the assessments of the on-cam-
pus course lies on the implementation of techniques in a
delivery, it seemed to me that in the online course, we

76



were ‘forced’ to move our attention more to language
and structure, and to focus less on presentation tech-
niques. However, even though there was this almost in-
evitable shift in focus, it was still hugely important the
students of PT understood the value and necessity of im-
plementing presentation techniques to achieve a suc-
cessful and engaging delivery either ‘live’ or online. A
presentation can obviously ‘survive’ with the implemen-
tation of language and structure alone, but in combina-
tion with presentation techniques, any delivery becomes
far more engaging. For example, an eloquent, concise
academic sentence constructed to emphasize a key point
will most likely achieve its purpose and attract attention.
However, the strategic location of ‘a pregnancy pause’ (3
seconds) placed after that same eloquent, concise sen-
tence, in combination with some nonverbal communica-
tion such as a raised eyebrow, eye contact and a smile,
will no doubt achieve far more attention. Since the online
medium makes it more difficult to implement dynamic
nonverbal communication and recognize them on the
screen, important elements that create engagement and
interaction with the listener, such as for example cha-
risma, body language (eye contact, dancing with slides
etc.), facial expression and storytelling become more
vague and are hence paid less attention to.

Another hurdle for the implementation of effective
body language is the camera angle and reception of the
computer microphone. To ensure facial expression and
body language can be seen by the audience, it is im-
portant the presenter stands not too far away from the
camera. However, this narrows the recording angle and
therefore also the possibility to use body language.
Moreover, if the student stands too close or too far from
the camera of the computer, too much body movement
sometimes influences the sound quality of the computer
microphone to the point where the student becomes un-
intelligible. Therefore, if the student does not have an
extra body microphone, and to avoid unintelligibility and
sound problems, delivering a presentation in a fairly im-
mobile and minimalistic way in terms of body language
may be the safest choice.

An element that also required a different approach

in the online version of the exams was cheating. It is easy
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for students to write an excellent script, add spontane-
ous elements and run the script via an autocue on the
computer next to the slides. By practicing how to read
this script in a spontaneous way, it is possible to ‘fake’
an extemporaneous delivery, and, consequently, to de-
liver a brilliant presentation. Because nonverbal commu-
nication was limited, students did not move a lot and
were able to concentrate on exhibiting more facial ex-
pression and on-the-spot upper body movement while
‘reading’ their script. In one of the presentation record-
ings, a student tried to deliver his presentation via an
autocue. Because his reading was stifled and not spon-
taneous enough, it was obvious he used this method. 1
highly discouraged students to use autocues, flipcharts,
and ‘notes’ on PowerPoint slides and made it clear it
would affect their exam grade negatively.

The online version of the exam also influenced the
supporting use of visuals. The PowerPoint slide show that
accompanies the presentation is created with the aim to
support the presentation; uncluttered and well-struc-
tured, the slides are supposed to support the delivery of
the presentation and to allow the student to refer to the
material on the slide with natural body language. This
way, interaction and dynamics are created when the pre-
senter walks towards the screen, points with a laser
beam, pointer or with a stretched arm and hand. During
the online course, in their recorded presentations, the
students placed their computer screens next to them or
behind them to refer to their slides. Owing to the reflec-
tion on the screen, or because the distance to the screen
was too far, the content on the slides was usually not
visible. Therefore, I asked the students to attach their
PowerPoint slides to the recording on Absalon. It was ob-
vious, however, even when the slides were hardly visible
in the recording, that few peer reviewers opened the
PowerPoint file to use them for their assessments. For
the online exam, the slides were sent to the examiner
the day before the exam. However, even though we used
the ‘share your slides’ function, seeing the slides on the
computer screen was a poor substitute for the support
and the possibility for nonverbal communication a large
screen offers. Those students who did not share their
screen, but who showed their slides on their computer
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next to them, experienced problems with the visibility of
the slides for the external examiner, who had not re-
ceived the slides and who could therefore not assess
them. All in all, the lack of a big screen limited interaction
and dynamics in the delivery.

A final element that influenced the online presen-
tations was the absence of spontaneity. An inherent part
of any presentation is spontaneity that may happen any
moment during the delivery such as for example: a door
is opened, a student walks in late, a pen case is dropped
on the floor, noise comes in through the outside window
which then needs to be closed, a bottle of water is tipped
over, technology stops working, an smartphone rings, a
listener looks grumpy or dissatisfied etc. This also hap-
pens at conferences and seminars. It is always interest-
ing to watch how students react to these spontaneous
events, and how they tackle sometimes difficult situa-
tions. All these small events may influence the presenter
negatively and lead to extra stress or in the worst case,
a poorer delivery, but it may also influence the presenter
positively and offer an opportunity to implement a bit of
self-irony, humor, small statements that loosen the at-
mosphere, unexpected spontaneous questions that may
be asked, humor implemented on-the-spot, meta lan-
guage that creates engagement etc. These spontaneous
elements were absent in the students’ recorded presen-
tations. If they have happened during recording, it is
clear that the student started recording from the begin-
ning. Also, at the exam, the students delivered from the
comfort of their home where all elements of spontaneity
were excluded as much as possible. Only technological
hick-ups might have disturbed the exam. However, in
agreement with all students on beforehand, we would
start from the beginning or at a convenient place in the
presentation should this have happened.

Because I did not teach the students in group
online on a weekly basis, I wrote extensive assessments,
added supporting video recordings and organized indi-
vidual ZOOM meetings. First of all, I wrote much more
detailed written assessments to ensure the students un-
derstood how to improve their presentations through the
implementation of techniques, structuring and language.
Moreover, for each student presentation, I created a
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supporting recording with oral feedback. Often written
feedback with constructive critique may come across a
little harsh, especially in the beginning of the course
when the students are not yet completely used to receiv-
ing critique on an activity in which they feel exposed.
Therefore, to prevent students from feeling demotivated
or fearful for the following presentation, the recordings
aim to highlight both strengths and weaknesses and are
recorded in a tone to encourage the student’s motiva-
tion. A lot of time was spent on extra individual ZOOM
meetings with the students who were reluctant to ask
their questions in the online group sessions.

The part of the exam which was most similar to the
live exam situation on campus was the Q&A session and
the feedback after the exam. The Q&A session took ap-
proximately 10 minutes in which both the examiner and
censor asked questions into the content of the presenta-
tion. The student was asked to take a chair and sit in
front of the camera while we had a conversation. Also,
here, it surprised me how much more relaxed the stu-
dents seemed to be with a screen in between as opposed
to the on-campus exams where nerves often influence
the students’ proficiency. At the on-campus exam, most
students are quite relieved when they are finished with
their delivery. However, also the Q&A session, which is
the most unpredictable part of the exam, creates anxiety
because the students do not know which questions will
be asked. Moreover, the Q&A session also consolidates
the assessment of the proficiency level they demonstrate
during their presentation delivery. Those students who
learn their presentation by heart will often display a
lower level of proficiency in the Q&A. For the online ver-
sion of the exam, the students found themselves in the
same situation. They did not know the questions on be-
forehand, and should they have used means to help
them with the presentation delivery, then the Q&A ses-
sion would have emphasized their challenges.

As to the exam results, the average final grade of
the online exams was slightly higher than that of previ-
ous on-campus exams for at least three potential rea-
sons: a noticeable absence of nervousness from the stu-
dents, a consequent feeling they seemed more ‘in con-
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trol” of their own presentations which may have in-
creased their diligence level throughout the course, and
a more lenient approach towards assessment from the
examiners. It was obvious for me that the inherent anx-
iety connected to delivering presentations, both during
the course and at the exam, decreased considerably
among the students of the online course. PT students are
often quite nervous when they deliver their informative
and persuasive presentations in class in front of a ‘live’
audience, even though there are no stakes. This often
results in stammering, repetition, false starts, poor lan-
guage, forgetting a rehearsed script, stifled body lan-
guage, evading eye contact, poor interaction and many
other elements. In the online course, however, both for
the recorded presentations and the exam, nervousness
was something I hardly encountered. All students deliv-
ered their presentations with confidence which mani-
fested itself in a general increase in final grades of the
online exam. Obviously, it is much less anxiety provoking
to record a presentation if you are able to record as many
times as is necessary to achieve an acceptable end re-
sult, or if you can present your exam presentation in the
comfort of your own room. But I also wonder if the
screen, behind which one can ‘hide’, perhaps decreases
the level of nervousness as well. Another reason why the
final grades for the online exam seemed to be slightly
higher than normal is because we often gave the stu-
dents the benefit of the doubt when technology let us
down: for example, when we were unable to tell if a word
was mispronounced. Also, during some exams, we were
confronted with sound that disappeared for a few sec-
onds. In those cases, we decided not to stop the stu-
dent’s exam.

During the online course, I experienced a high mo-
tivation and participation rate from all students. As op-
posed to students quite regularly being ill on the day of
their informative or persuasive presentations at on-cam-
pus courses because of nerves for their ‘live’ delivery in
class, or not posting their peer assessments, I was sur-
prised that, during the online course all students posted
both their presentations, peer assessments and fair-
ytales punctually on time. Here and there, some stu-
dents forgot to deliver their peer assessments, but this
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was mostly owing to confusion with the time schedule.
Perhaps this diligence in terms of their presentations
stemmed from a feeling of low anxiety and being able to
control to send an ‘acceptable’ version of their presenta-
tion.

The change into an online teacher

As I felt a complete novice in the use of ZOOM, TEAMS
and all other programs to organize meetings online with
larger groups of people, and consequently felt anxious to
fail in teaching online because of a lack of technical
knowledge, I opted, from session six until session 10 into
my course, to post all information and assessments on
Absalon via recordings and announcements. With the ex-
perience I have today, I would be better equipped to
teach my course more along the lines of the on-campus
version: the presenters would be asked to deliver their
presentations ‘live’ online after which the class could be
divided in small groups and discuss and assess the de-
liveries of their peers. Also, my oral in-class assessment
would be communicated during the online session. More-
over, I would ask the students to practice their fairytales
during the online session and assess them ‘live’. Perhaps
these online exercises ‘live’ in a meeting room would cre-
ate a stronger feeling of unity and participation in class
and maybe it would also increase the motivation of some
students.

During the on-campus course, the time I spend
with the students during and after the sessions allows
me to create a good relationship and to maintain or in-
crease their motivation. When I no longer met the class
personally, it was crucial I could preserve the relation-
ship I had built up with them and continue to motivate
them. Therefore, my ‘online’ communication with the
students, such as written messages and recordings, was
warmer and more personal than the more factual mes-
sages of the on-campus course. After one week in the
online part of the course, I decided to only write very
short announcements on Absalon, and send engaging
video recordings to the students so they would be able
to 'see’ and hear me. As I had anticipated, many stu-
dents preferred the recordings over the long, tedious

82



written announcements. And finally, I also allowed the
students to set up individual ZOOM meetings with me to
ensure they did not feel a lack of support they could have
had in an on-campus course. Many students used this
possibility to ask me questions they apparently were re-
luctant to ask during the two online group sessions.

By the time I felt experienced enough with ZOOM,
I no longer wanted to alter the set-up of the course, but
I decided to organize two online group meetings to allow
for questions and exam instructions. These two sessions,
however, proved to be a challenge both for the students
and myself. During both online group sessions, all stu-
dents were present and punctually on time: a sign they
were motivated and eager to participate. Yet, it surprised
me how little interaction, communication and engage-
ment there was in comparison with the on-campus ses-
sions. As mentioned before, hiding behind the screen and
not engaging is easier in an online session. Also, speak-
ing spontaneously is problematic: first the microphone
has to be switched on after which you have to ensure
you do not speak at the same time as someone else. The
gallery view of 15 students confined in tiny boxes with
each their own fairly immobile gaze into the camera was
difficult for me in various ways. In the on-campus
course, it is easy to pick up on numerous non-verbal
clues such as frowning, a face that turns away, a tilted
head or even a yawn. These cues help me to understand
the student’s behavior and how to respond accordingly.
In an online session, the majority of these cues are elim-
inated or not visible enough. Not only is it difficult to de-
code the nonverbal communication of all participants
simultaneously, but there is remarkably little to notice
both in terms of verbal and nonverbal communication.
Moreover, the tiny boxes of two by two centimeters in
which the students’ heads appear do not exactly contrib-
ute to detecting subtle facial expressions. Finally, I found
it difficult not to be able to discover how my message
was perceived by the students.

There is no doubt that despite the fact I taught fewer
hours than I would have if the sessions had been taught
on campus, I used far more time and effort to teach this
course online by focusing on the following elements:
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e creating more engaging communication through
video recordings

e giving the students much more detailed written
and oral assessments through recordings

e offering extra individual ZOOM meetings to sup-
port the exam

e adding extra online exercises and giving extra
feedback

e learning how to use the technology, first TEAMS
and then ZOOM, to ‘meet’ the students in an
online class and to ensure a professional exam
situation.

CONCLUSION

Based on my experience during these past months, I be-
lieve it is possible to turn PT into an online course; how-
ever, the online version will most likely not meet the high
standards of the on-campus course for four reasons.
First of all, it is possible to teach all three cornerstones
of the course online, but as opposed to ‘structure’ and
‘language’, ‘presentation techniques’, especially those
linked to ‘engagement’, ‘interaction’ and ‘spontaneity’
are not only more difficult to teach in an online setting,
but will also, inevitably, lose a considerable part of their
power. Secondly, the presentation delivery in front of a
computer camera limits the space for efficient body lan-
guage that amplifies verbal communication. Thirdly,
proper sound quality is important to render an online
presentation pleasant. Because the students seldomly
have the necessary equipment such as body micro-
phones, the sound quality often leads to problems of un-
intelligibility or disappearing sound. And finally, the lack
of a large screen the students can refer to while they
deliver their presentations minimizes the importance of
the support of visuals.

If the course is taught online in the future, I will
use my newly acquired knowledge of ZOOM and organize
the online course over 12 ZOOM sessions of one hour
and 30 minutes, and two home-study sessions, almost
similar to the on-campus course. I will, however, also
adopt some of the elements I added during the COVID
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period. The first three sessions, I will teach all PT themes
and ensure the students are familiar with exercises such
as the impromptu presentation and the fairytale. I will
also encourage all students to be finished with the read-
ing list and the flipped classroom videos by session five.
Then, in each of the following nine sessions, approxi-
mately five students will deliver their presentations and
all students will subsequently be placed in break-out
rooms to discuss the strengths and weaknesses of the
presentations. Oral feedback from both students and
teacher will be given during the online sessions. Each
delivery will also be assessed in written form by a num-
ber of students and the teacher, and posted on Absalon.
The recording with extra online feedback which was
added during the online course, will be removed as oral
feedback is covered in the online session. The last ses-
sion will focus on exam questions. Because the online
version of PT removes to some degree the teacher-stu-
dent relationship, and leads to a more impersonal teach-
ing style, I will introduce the element of the extra, indi-
vidual ZOOM meetings in which students have the pos-
sibility to ask me questions related to the exam and
course personally. The exams will be organized the same
way as they were during the online session.

Despite the decrease in quality of the online course
on PT, there are, however, two ‘online’ elements I would
like to adopt in my next on-campus course: the time-
saving element of recording exercises, such as the fairy-
tale, and the anxiety relieving factor of home recorded
presentations. If the group of students for PT is large and
exceeds, for example, more than 20 students, it is diffi-
cult to find time for extra practice. Should some stu-
dents need or request extra exercises, additional online
assignments may thus offer a solution. Almost every se-
mester, at least one or two students of PT suffer from
extreme anxiety when they have to present in front of a
live audience. For those students, the option to record
their presentation may offer a possibility to gently move
from relatively safe ‘online’ presenting to the more anx-
iety provoking onsite deliveries. For both elements, how-
ever, I will still require the students to also deliver their
exercises in class to ensure all three cornerstones of PT
are present and can be assessed.
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EKKOER AF ONLINE SPROGUNDERVISNING.
EN UNDERS@GELSE AF DELTAGEROPLEVELSER OG EN
REFLEKSION

Marie Mgller Kristensen
Indledning

I marts 20 begyndte jeg fra den ene dag til den anden
at undervise deltagerne pd mine kurser i dansk som
andetsprog via en computer hjemme i min stue.
Kurserne foregik i regi af Center for Internationalisering
og Parallelsproglighed (CIP), og deltagerne var
universitetsansatte med et andet fgrstesprog end dansk.
Fgrst underviste jeg via webkonferenceprogrammet
BigBlueButton i Kgbenhavns Universitets e-leerings-
system Absalon, hvor jeg ligesom andre undervisere pa
KU havde oprettet kursusrum. Efter en uge eller to
udviste BigBlueButton nogle svagheder, lyden fungerede
darligt, og min stemme fik ekko pa. I forvejen var jeg
selv og deltagerne spaltet i (mindst) to jeger -
mennesket foran computeren og ansigtet i sin lille
ramme pa skaermen - og nu hgrte jeg ogsa min egen
stemme i mange versioner: i rummet (min stue), inde i
mit hoved og i hgretelefonerne, mens jeg talte, og som
ekko. Det blev for meget, sd jeg skiftede til Zoom, en
anden tilgeengelig videokonferencetjeneste. Efter den
dag brugte jeg Zoom til alle mine hold. Jeg og deltagerne
blev ved med at eksistere i fordoblinger - visuelt,
auditivt, maerkbart, mentalt - i de naeste tre maneder,
indtil undervisningen sluttede i juni. Nu dog uden
stemmeekko.

I det fglgende vil jeg fremlaegge to andre former
for "ekko” - efterklang - af Zoom-undervisningen i
fordret og forsommeren 20. Det fgrste er en lille
undersggelse af nogle deltageroplevelser med sprog-
undervisning via Zoom, en minispgrgeundersggelse,
som jeg bad to sma hold deltage i efter endt under-
visning. Jeg vil praesentere deltagernes svar, citere og
kategorisere dem, men ikke tolke eller konkludere
udferligt p& dem, da det ville kraeve flere undersggelser
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og mere forskning. Efter gengivelsen af deltagernes
stemmer, nar de taler (skriver) om deres oplevelser med
Zoom, praesenterer jeg en anden form for efterklang af
den omlaegning til videoundervisning, som corona-
nedlukningen gav anledning til. Den bestdr af nogle
refleksioner over vores indstilling til ny teknologi. De
folgende sider rummer saledes to uensartede afsnit,
hvor det fgrste og laengste omfatter en empirisk mini-
undersggelse, mens slutafsnittet er en lille filosofisk
refleksion. De to afsnit er ment som tillgb til fremtidig
forskning eller evaluering; de er sma nedslag i den
videokonferenceundervisning, der stadig er et nyt
feenomen. Et nyt faenomen, der kan undersgges og
fortolkes fra forskellige vinkler; som stadig stritter i
mange retninger, men formentlig snart vil blive italesat
og defineret, anvendt og anskuet, instrumentaliseret og
implementeret pa mere fastlagte mader. Det er tidligt at
drage konklusioner for eller imod videokonference-
undervisning og Zoom, synes jeg, men vi kan begynde
at indsamle erfaringer og tanker.

Undersggelse af kursusdeltageres oplevelse af Zoom-
undervisning

I den skriftlige spgrgeundersggelse medvirkede otte
deltagere fra to sma hold, et begynder- og et
fortsaetterhold i dansk som andetsprog. Jeg valgte de to
hold, fordi jeg fgr nedlukningen i marts havde undervist
begge pd normal vis i form af praesensundervisning.
Efter nedlukningen underviste jeg som naevnt kun
holdene via videokonferencetjenesten Zoom. P& begge
hold fandt undervisningen sted en gang om ugen i
halvanden til to timer og strakte sig over to en halv
maned. Umiddelbart efter sidste undervisningsgang i
juni sendte jeg en mail til deltagerne, hvor jeg bad dem
om at beskrive deres oplevelser af fordele og ulemper
ved Zoom-undervisningen sammenlignet med den
normale undervisning. Jeg stillede kun dette spgrgsmal
og naevnte ingen afgraensninger eller sezerlige fokus-
punkter - sdsom laeringsudbytte, sociale relationer,
udtaleundervisning, tidsbesparelse eller andet.
Kursisterne kunne, skrev jeg pd engelsk, formulere
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deres oplevelser af fordele og ulemper (advantages and
disadvantages) i form af enkelte ord og punkter eller i
saetninger og sammenhangende tekst. Deres anonymi-
serede svar ville jeg gerne bruge, forklarede jeg, til
planlaegning af fremtidig undervisning og/eller til en
artikel. Otte deltagere sendte mig deres svar, ligeledes
pd engelsk; respondenterne var samtlige fem fra
begynderholdet og tre (af i alt syv) fra fortsaetterholdet.

I det fglgende citerer jeg alle de svar, som jeg
modtog, uden omskrivning eller oversaettelse. Ingen
emner eller eksempler fra deltagernes svar er udeladt.
Jeg har inddelt svarene (citaterne) i emnegrupper eller
fokuspunkter baseret pa deres indhold/emne. Disse
fokuspunkter er sdledes min fortolkning af, hvad svarene
(citaterne) handler om. Jeg fandt syv fokuspunkter, som
svarene kredser om, plus ekstrakategorien “andet”. De
syv fokuspunkter eller hovedemner stammer som sagt
ikke fra mit spgrgsmal til kursisterne, men det ggr til
gengeeld opdelingen i fordele og ulemper (advantages
and disadvantages), som o0gsa bruges nedenfor.
Fokuspunkter og konkrete eksempler (citater fra
samtlige svar) er altsd opdelt i hhv. fordele og ulemper i
overensstemmelse med deltagerens egne inddelinger
eller formuleringer. Hvorvidt citaterne stammer fra
begynder- eller fortsaetterholdet, har jeg ikke markeret,
da jeg - lidt overraskende - ikke fandt nogen forskelle i
fokuspunkter mellem de to gruppers svar. Her fglger
fgrst listen over de fokuspunkter, som jeg fandt i
kursisternes svar:

TID; TIDSBESPARELSE, TIDSSTYRING (fordele)
RUM; FLEKSIBILITET, TILGANGELIGHED OVERALT
(fordele)

CHAT-FUNKTIONEN I ZOOM (fordele)

ANDRE ZOOM- OG ONLINE-FUNKTIONER (fordele)
UDMATTELSE, KONCENTRATIONSBESVAR (ulemper)
UDTALETRANING OG LYTTEFORSTAELSE (ulemper)
INTERAKTION, SOCIALE RELATIONER (fordele og
ulemper)

plus

e ANDET (fordele og ulemper)

90



Nu vil jeg sd& gengive deltagernes egne ord, alts3
samtlige eksempler og forklaringer i deres svar, som jeg
har fordelt under de naevnte fokuspunkter. (Her har jeg
som neaevnt fortolket, hvad svarene handler om eller
fokuserer pa og derefter inddelt svarene i grupper). Hver
kursiveret saetning under et punkt bestar af et udsagn,
et citat. Kantet parentes [] indeholder et citat, som ogsa
kan placeres under et andet punkt. Fgrst kommer
eksempler pd fordele ved Zoom-undervisningen
sammenlignet med normal undervisning:

e Fordele relateret til TID; TIDSBESPARELSE, TIDS-
STYRING

Great for time management
Relax and better use of time
More flexible — easier to fit into work schedule.

I think for me the advantages of online were
that it saved travel time (although the offline
classes were really close by in my case)

Can be recorded and followed later

Convenient to join in the middle of a work day,
even if only for part of the time

e Fordele relateret til RUM; FLEKSIBILITET, TILGANGE-
LIGHED OVERALT

Relax [and better use of time]
More flexible — easier to fit into work schedule.

Can be done from anywhere (with internet
connection)

The great convenience of being able to do it
from anywhere. It was very, very good. I would
say it's a huge advantage over physical classes.
Convenient to join in the middle of a work day,
even if only for part of the time
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e Fordele relateret til CHAT-FUNKTIONEN I ZOOM

Easy to see all comments and notes of the class

Written (typed) record of new words / phrases
in ‘chat’ feature

The chat option, where you could comment as
we spoke without interrupting and we could ask
guestions without interrupting.

Having you writing in the chat window was good,
very helpful.

In particular it allowed to give comments
directly while someone was presenting/talking
without disturbing the flow of the presenter.

More interactive, as anyone can type in the chat
to clarify, [or share the screen]

Easy to keep notes by saving the chat

e Fordele relateret til ANDRE ZOOM- OG ONLINE-
FUNKTIONER

[Easy to see all comments and notes of the
class]

Can be recorded and followed later

Can more easily look-up things online related to
the course / conversation

More interactive, as anyone can [type in the
chat to clarify, or] share the screen

Flexible pair work without having to change
seats

Det var altsd de eksempler p3 eller forklaringer af fordele
ved Zoom-undervisningen, som jeg fandt i svarene pa
mit spgrgsmal. Nu fglger eksempler p& ulemper ved
Zoom-undervisningen sammenlignet med normal
undervisning. Til allersidst er placeret eksempler pd bade
fordele og ulemper, som er relateret til de to
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fokuspunkter INTERAKTION OG SOCIALE RELATIONER
samt ANDET.

o Ulemper relateret til UDMATTELSE, KONCEN-
TRATIONSBESVAER

As this was not the only online meeting every
day, it is a bit tiring to sit behind computer along
other meetings

Harder to concentrate for long periods of time

I sometimes had some problems to stay focused
when attending online from home because of
distractions (e.g., still having the editor open with
the text I was just writing when the lecture
started, mails coming in, family stuff).

The disadvantage of online is probably that it is
easier to lose your attention and that it takes a
bit more time (giving turns, assessing whether
everybody understands what you are explaining).

e Ulemper relateret til UDTALETRAENING OG LYTTE-
FORSTAELSE

Much more difficult to work on pronunciation -
harder to hear the other students, and I don’t
think the teacher is able to tell so much if I am
doing it correctly.

Can be harder to hear

It /s harder to practice pronunciation. Danish
pronunciation is hard in general and the sound
quality on zoom is obviously not the same as at a
physical meeting.

Sometimes the audio connection of a participant
was not perfect and thus s/he was a little bit
difficult to understand - but in general this was
not a problem.

Might be harder to hear nuances in pronunciation,
depending on audio equipment

93



Herefter fglger de sidste, blandede eksempler, der
vedrgrer sdvel fordele som ulemper:

e Fordele og ulemper relateret til INTERAKTION OG
SOCIALE RELATIONER

Less intimidating than class in person (fordele)

Can be more difficult to talk and ask questions,
e.g., raising one’s hand (ulemper)

Lack of social engagement with other students
and teacher (ulemper)

I prefer to have a class in person, but the Zoom
class was not too bad. Because we had a small
class, I didn't feel much different from the regular
class. Also, as we have met before in normal
classes, we had a good binding environment, I
think (e.g., we can joke, laugh, etc). When I had
an online class last year (before COVID-19) at
another institute, I felt so distant from others. I
didnt’ know them very well (we never met at all),
and nobody asked if someone did not show up.
So, mixing regular and zoom classes would be
ideal, at least for the beginners.

General: I must say that I did not feel significant
difference. However, we were a very small group
on zoom, actually even smaller than we typically
were at the physical classes. I am not sure
whether it would have been the same experience
in a large class on zoom. On zoom I felt that it
was very good that we were all in the same
discussion all the time (not separated into
groups) and that you were instantly correcting or
commenting when there were questions or
mistakes. But this is a feature of a small class,
not zoom: we were usually just 3-4 on zoom,
whereas at the physical classes we were typically
5-6, so the need for separation into groups at the
physical classes was higher.

Bemeaerkning: De to sidste, lange citater kan fortolkes
som eksempler pd bade fordele og ulemper. De synes at
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antage, at interaktion og sociale relationer i Zoom-
undervisning fungerer bedst med deltagere, der allerede
har mgdt hinanden offline (forste citat) og pa hold med
fa deltagere (begge citater). Ifslge en mulig fortolkning
kunne det saledes vaere en ulempe ved Zoom-
undervisning, at den for at fungere godt forudsaetter
meget sma hold og/eller at deltagerne kender hinanden
i forvejen.

e Fordele og ulemper relateret til ANDET

I think for me the advantages of online were
[that it saved travel time (although the offline
classes were really close by in my case) and]
that we did no longer do exercises where we just
needed to talk to each other. (fordele)

Saves paper (fordele)

Sometimes technical problems (ulemper)

Sometimes there are technical difficulties in
starting the call or joining it, though less work
experience (ulemper)

S& vidt altsd de tilbagemeldinger, som otte kursus-
deltagere sendte pd mit spgrgsmal om deres oplevelser
ar fordele og ulemper ved Zoom-undervisningen
sammenlignet med den normale undervisning. Det var
en ganske lille og hurtigt udfgrt undersggelse, men det
er alligevel interessant, at svarene synes at fokusere pa
et mindre antal emner. Ifglge min tolkning og
klassifikation var der syv fokuspunkter samt ekstra-
kategorien "andet”, og eksemplerne pd fordele ved
Zoom-undervisningen handlede primaert om TID, RUM,
CHAT-FUNKTIONEN, ANDRE ZOOM-/ONLINEFUNK-
TIONER. Deltagernes eksempler p@ w/emper handlede
derimod primaert om UDMATTELSE/KONCENTRATIONS-
BESVAR og UDTALETRANING/LYTTEFORSTAELSE.
Derudover var der eksempler pa bdde fordele og
ulemper, som jeg placerede under INTERAKTION/
SOCIALE RELATIONER, hvor der muligvis var flest
eksempler pd ulemper, samt under ANDET.
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Der er rum for fortolkning af de citerede svar og for
kritik af min fortolkning og klassifikation. Det er f.eks.
klart, at "interaktion” ogsa er pa faerde i underviserens
og deltagernes brug af chat-funktionen i Zoom, selv om
jeg har sammenkoblet “interaktion og sociale relationer”
i en (bred) kategori for sig. Derudover er det interessant,
synes jeg, at to af fokuspunkterne naevnt under fordele,
nemlig "tid” og “rum” (tidsbesparelse og tilgeengelighed
overalt), ikke vedrgrer selve undervisningen og udbyttet
deraf, men snarere handler om de praktiske rammer for
deltagelse og work-life-balance. Her opleves Zoom-
undervisningen af nogle som fordelagtig, selv om den
normale undervisning fgr nedlukningen fandt sted i
lokaler p@ deres arbejdsplads, deres institutter, og pa
tidspunkter efter deres valg.

Nar jeg sammenholder deltagernes svar med mine
egne oplevelser som underviser, sa hafter jeg mig
umiddelbart ved tre ting. Hvad angar chat-funktionen i
Zoom, der omtales positivt af mange, synes jeg ogsa, at
den bringer fordele, er brugbar og nyttig. Samtidig har
den dog den ulempe for underviseren, at chatten kraever
ekstra opmaerksomhed og aktivitet, da man skal kunne
tale, praesentere slides eller andre tekster, lytte, samt
laese og skrive i chatten samtidigt. Det er muligt, men
ret kreevende ifglge min erfaring. Hvad angar udmattelse
eller treethed, som nogle fa naevner under ulemper, fandt
jeg det (0gsd) udmattende og ekstra energikraevende at
undervise hold via Zoom. Den sidste faktor, som jeg vil
naevne, er holdstgrrelse. Her er det (ogsd) min
oplevelse, at sprogundervisning via Zoom fungerer bedst
pa sma hold. Pa de tre hold, som jeg underviste,
oplevede jeg undervisningen som mest vellykket pa de
to sma hold med fem-seks deltagere, sammenlignet med
et hold med ni deltagere. Sidstnaevnte deltog ikke i
undersggelsen, da det var et begynderhold, som
startede op efter nedlukningen og udelukkende fik
Zoom-undervisning, og jeg derfor ikke kunne
sammenligne de to formater.

Forhdbentlig kan min undersggelse betragtes som
en indledende gvelse til mere forskning i sprog-
undervisning via Zoom. M3ske kan den ogsa bruges, nar
det besluttes, om eller i hvilken udstraekning video-
konferenceundervisning skal bruges i fremtiden. Valget
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af videokonference som undervisningsform, som corona-
nedlukningen gav anledning til, er emnet for det
folgende og afsluttende afsnit, der er mere overordnet
og frit reflekterende.

"Vi asfalterer, mens vi k@rer” (afsluttende refleksion)

Hvordan kan det veere, at undervisningen i dansk som
andetsprog kunne omlagges til videokonference-
undervisning fra den ene dag til den anden? Det er et
stort spgrgsmal, som jeg gerne vil reflektere lidt over.
P& sin vis skete omlagningen simpelthen bare; det var
force majeure, ngdvendighed eller (upersonlig) vilje, der
drev den. Det er klart, at omlaegningen skete ud fra et
gnske om, at undervisningen pd8 den made kunne
fortsaette trods nedlukning og forbud mod fysisk
samveer. “P3 den made” betgd konkret en hold-
undervisning via videokonferencetjenester som Zoom
eller Skype - og altsa en helt ny undervisningsform for
savel undervisere som deltagere. I princippet havde
nedlukningen kunnet fgre til andre former for
fjernundervisning. Kurser i dansk som andetsprog kunne
veere foregdet gennem skrive- og laeseopgaver i
papirleerebgger, pd8 Absalon eller via mail, lydfiler,
praefabrikerede videoer, individuelle telefonsamtaler
med mere. Nogle af disse muligheder ville have kraevet
mere selvstudium; interaktionen mellem underviser og
deltagere ville have fyldt mindre eller have vaeret mindre
live. L& der i omlaegningen til live videokonference-
undervisning en uudtalt idé om, at undervisningen
dermed kunne fortsaette som for? Altsa i form af samveer
mellem underviser og deltagere, og med samme tidsplan
(undervisningsfrekvens) som hidtil. En fortsaettelse i
samme format eller direkte oversaettelse fra ‘on site’ til
online - men i realiteten, naturligvis, helt anderledes.
Noget af det, der er anderledes i Zoom-undervisning
sammenlignet med normal undervisning er kommet til
udtryk i deltagernes tilbagemeldinger som refereret
ovenfor. For mig som underviser var Zoom-
undervisningen (ogsd) meget anderledes, bade hvad
angar forberedelse og planlaegning, psedagogisk praksis
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og oplevelse af undervisningen, psykisk og fysisk
arbejdsmiljg og meget andet. Men derudover fik den
hurtige omlaegning til live videokonferenceundervisning
mig til at taenke lidt over vores (typiske) indstilling til nye
teknologier. Disse tanker handler ikke specifikt om
laering eller paedagogik, men de kan ogsa vaere
relevante, ndr det kommer til e-lering og computer-
teknologier i undervisningen.

“Techne” er et graesk ord, der kan oversaettes med
héndvaerk og kunst i betydningen handvaerksmaessig-
kunstnerisk kunnen. Ordene teknik og teknologi er afledt
af techne, og vi bruger dem indimellem i flaang, men med
en klar forkaerlighed for teknologi, ndr computere er
involveret (IKT: computerbaserede Informations- og
KommunikationsTeknologier). I s38 fald betegner
teknologi primaert tjenester, platforme, programmer og
funktioner samt den materielle computer (hardwaren).
Til gengeeld deekker begrebet teknologi ikke ngd-
vendigvis vores omgang med eller brug af teknologien
og altsa ikke ngdvendigvis den praksis og kunnen, der
ofte er implicit i ordene teknik og hdndvaerk. I stedet
findes en raekke nyere, vidtfavnende begreber sdsom
digitale kompetencer, e-laeringskompetencer, digital
literacy, transliteracy, digital dannelse, teknologi-
forstaelse med flere. Disse begreber betegner - ikke
overraskende - veerdifulde og nyttige faerdigheder eller
kompetencer, savel praktiske som teoretiske, som det er
godt at besidde eller tilegne sig, fordi man dermed kan
udnytte teknologien bedst muligt. Teknologien er
veerdifuld, nyttig eller attraktiv, de computerbaserede
tjenester, platforme, programmer, funktioner er
veerdifulde “redskaber”, som helst skal bruges godt eller
optimalt. “At bruge teknologien godt” kan betyde mange
ting. Det kan handle om at opnd et bestemt resultat,
udfgre arbejdsopgaver, udnytte funktioner effektivt,
opleve og nyde muligheder og tilbud, og det kan handle
om at forstd teknologien eller anvende den etisk, socialt
eller helbredsmaessigt forsvarligt.

Teknologien er altsd normativ eller vores omgang
med teknologien er normativ: Vi forsgger (og bgr eller
skal forsgge) at bruge den rigtigt og godt. Denne
normativitet er ikke forbeholdt computerteknologier,
men gaelder ogsa for en kniv eller en blyant. Kniven som
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redskab, eller vores omgang med kniven som redskab,
har sin egen norm eller normativitet: Vi bgr bruge kniven
pa den rigtige og gode made, nemlig til at skeaere rigtigt
og godt. Dette formal ligger ogsa i knivens design, som
foreskriver eller anviser handtering. Normativiteten
vedrgrer saledes normer for god praksis; for rigtig og
formalstjenlig brug af redskaber og teknologier og
herunder etisk eller socialt acceptable mader at anvende
redskaber og teknologier p&. En kniv er selvfslgelig en
mere simpel og meget zeldre teknologi end en computer,
og normerne for, hvordan man bruger en kniv, er
formentlig mere enkle end normerne for computerbrug.

Denne overvejelse over en implicit normativitet i
vores omgang med teknologier er relevant af forskellige
grunde. For det fgrste er vi simpelthen teknologiske
vaesener, ligesom vi er sproglige, sociale, kropslige
vaesener, og en bevidsthed om vores forhold til
teknologier er relevant i mange teoretiske og praktiske
sammenhange, herunder uddannelse, pzedagogik og
laering. For det andet er nutiden szerdeles innovativ og
omskiftelig i teknologisk henseende. I et hurtigt tempo
udvikles og indfgres nye teknologier, iseer computer-
baserede tjenester, platforme, programmer, funktioner
og forskellige typer hardware. Hvor eksempelvis
skiftende tgjmoder eller musiktrends i mindre grad ska/
folges, ma et menneske (en gennemsnitlig borger) i hgj
grad tilegne sig eller omfavne ganske mange nye
computerteknologier, nar de dukker op - sddan er det i
hvert fald i et s digitaliseret land som Danmark. I kraft
af den normativitet og forudsatte veerdifuldhed, som
ligger i omgangen med teknologier, forsgger vi at leere
at anvende - udnytte og mestre - de nye teknologier
hurtigt og effektivt. I hvilken grad eller hvorfor vi har
behov for dem, og herunder om de er bedre end aldre
teknologier, er ikke ngdvendigvis noget, vi overvejer.
Formentlig spillede denne velvillighed over for nye
computerteknologier en rolle, da coronakrisen og
nedlukningen ramte i marts 2020, og meget
undervisning blev omlagt til videoundervisning. Det
spillede maske ogsa en rolle, at netop video i stigende
grad bruges til formidling af informationer og er en
populeer medieteknologi i mange sammenheaenge;
uddannelse, journalistik, underholdning, politik med
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mere. Samt at videokonferencer er interaktive, ligesom
de populeere sociale medier.

Sidst, men ikke mindst, er den omtalte normati-
vitet formentlig ret uigennemskuelig, ndr det kommer til
computerteknologier, der er mere komplekse end f.eks.
knive og blyanter. Enhver computer er en multifunktionel
og multimedial maskine, som desuden Igbende tilfgres
nye programmer og funktioner. En specifik tjeneste,
sasom Zoom, kan bruges til forskellige formal, og hvad
den egner sig til, hvordan og hvorfor, udforskes som
regel undervejs. "Vi asfalterer, mens vi kgrer” - ogsa
hvad angdr omgangen med computerteknologier. Men
her er det nok snarere reglen end undtagelsen. For sa
vidt var nedlukningsperiodens omlaegning til video-
konferenceundervisning exceptionel i sit omfang, men
den fulgte reglen om at indfgre og anvende nye
teknologier, gerne sa hurtigt som muligt. Denne “regel”
er naturligvis udtryk for en konvention eller politik, som
er til forhandling, men jeg antager altsd, at man i et sd
digitaliseret land som Danmark godt kan tale om en
almindeligt geeldende regel eller konsensus.

Nar vi nu gar i gang med at undersgge online-
undervisningens normativitet - hvordan vi kan og bgr
bruge videoteknologi til undervisning pa en god og
hensigtsmaessig made - sa er det formentlig pa hgje tid.
Samtidig er spgrgsmdlet om, hvordan f.eks. Zoom
fremover kan bruges bedst og mest hensigtsmaessigt,
kun et af de spgrgsmal, som vi kan stille nu. Et andet
spgrgsmal er, om der findes alternativer til Zoom. Skal
fjernundervisning veere lig med onlineundervisning og
skal vores hovedfokus veere pad videokonference-
undervisning? Eller kunne det vaere vaerd ogsd at se pa
andre undervisningsteknologier - bade gamle og nye,
computerbaserede og "analoge” - som kan bruges til
fjernundervisning i ngdsituationer eller til daglig?
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