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  Editorial

  


  With this edition, PROFILE celebrates fifteen years of publication


  While research and writing are always locally situated practices, no academic text or publishing activity can be considered in isolation from the many complex global(izing) practices and systems which influence academic text production in powerful ways, not least the ways in which texts are evaluated and disseminated. (p. 1)1


  No man is an island (Donne, J., British Poet, 1572-1631). This idea comes to our mind when reflecting upon the words of Lillis and Curry (2010). Whether we are thinking of human beings, trees or books, we cannot ignore the fact that we move or are moved by the sometimes open, sometimes understood conditions and forces of our environment, denominated as market tendencies and demands in our editorial world. Editors need to follow a line of action in accordance with prescriptions modeled by markets; the “glocal” tendencies set the scenario for local and/or regional publications. These must adapt themselves in order to fit into the international concert: the struggle to be part of indexes and percentiles, and if possible of the highest ranks. Editors have to manage in different areas to be able to fulfil the criteria coming from outside: periodicity, number of articles, little or no endogamy, the deadlines, the hunt for internationally and nationally known academicians to be part of the scientific committees, the evaluators and, internally, the allocation of budget for things such as print editions, snail mail, assistants, and proofreaders. The work must be uninterrupted, on time, and making constant communication among evaluators and writers possible so that the submitted articles go through a conscientious process leading to the publication of works characterized by their quality and relevance to the academic world.


  The PROFILE staff does all the previous and more in order to assure the presence of local, regional, and international writers in our publication. The interest is in spreading the knowledge gained by practitioners in their communities, situations that happen here and there but that can be applicable in any academic context disregarding the geographical area of occurrence.


  With this edition PROFILE celebrates fifteen years of existence. Fifteen years of daily battles and gains. The Colombian community in the first place and international contributors in a second but not less important position have found an interlocutor through which their ideas can be known and spread. The voices of teachers of English, teacher educators, researchers, and future teachers have a natural channel of interlocution with us. Our hope is to continue being here for you and the future generation of practitioners and researchers. We invite you to continue heeding our call in benefit of our ELT field.


  The Issues from Teacher Researchers section begins with an article regarding teacher researchers as writers. It stems from the interest to delve into the experiences and perceptions of some authors who published their articles in the PROFILE journal. In particular, we can get acquainted with the reasons why authors submitted their manuscripts, the experiences they recall most regarding the process of publication, and the meaning they assign to the fact of having published in our journal. Next, we gather three articles concerning teacher education in Latin American contexts. First, Néstor Ricardo Fajardo Mora shares with us the findings of a study that sought to uncover the ideologies discovered by Colombian pre-service social studies teachers when they construct the meaning of texts through text-based tasks in an English class. Interestingly, we can learn about three main themes emerging from the data gathered at a Colombian public university: Shattering the Establishment, Perspectives From a Counter-Hegemonic Position, and Resisting the Mainstream. As the author pinpoints, those themes explain the core category, Habitus, in a system of fixed dispositions.


  We continue with the work by Nancy Keranen and Fátima Encinas Prudencio who address the issue of micropolitics of teacher collaboration from an intrapersonal perspective within a Mexican context. The authors report on issues of conflict, borders, teachers’ ideologies, intrapersonal and interpersonal conflicts and their connection to collaboration and growth. Then, Alberto Fajardo Castañeda’s article informs us on a study regarding a group of Colombian pre-service teachers and the construction of their professional identities from the interplay between participation in a teacher community and their systems of knowledge and beliefs. As part of the main findings, the author also draws our attention towards particularities concerning how the process of learning to teach is constructed.


  Next we gather three articles around reading, writing and discourse analysis. In the first one we have an action research project conducted by Alexander Izquierdo Castillo and Sonia Jiménez Bonilla who monitored the implementation of skimming, scanning, and making predictions as reading strategies with adolescents from a rural public school in Colombia when they read materials around topics they had selected. The results confirm that those strategies contribute to the development of learners’ autonomy. After that, we include an article by Troy Crawford Lewis, Martha Lengeling, Irasema Mora Pablo, and Rocío Heredia Ocampo. It deals with the construction of identity in an academic learning environment in Central Mexico, and displays how identity may be linked to non-language factors such as emotions or family. As the authors point out, these issues are associated with elements of hybrid identity. Next, we present an article containing a report on a case study intended to note the activ-ities, methodological and textual aspects that were causing difficulties for a group of Colombian pre-service teachers when analyzing critically written information used in a reading strategies course. The authors, Paula Andrea García Montes, Ana María Sagre Barboza, and Alba Isabel Lacharme Olascoaga, took into account issues in discourse analysis and systemic functional linguistics and subsequently provide ideas for further actions in reading processes in the English class.


  Afterwards, we gather two articles that address cultural issues. To begin with, we have Colombian authors Sandra Ximena Bonilla and Ferney Cruz-Arcila’s article on an issue that has received little attention up to now: Critical socio-cultural elements of the intercultural endeavour of English teaching in Colombian rural areas. They present a study carried out with five English language teachers and highlight, among several relevant aspects, that teachers have to mediate between local and global tensions and also deal with socio-cultural matches and mismatches in their teaching settings. In the other article, Edith Hernández Méndez and María del Rosario Reyes Cruz focus on the aspect of the research culture in higher education. Specifically, they look at and categorize, through the lenses of organizational theory and a current model of research culture in an academic setting, the features of the research culture in a public university in Mexico. I am sure this work can shed light on the tendencies and models that prevail in higher education as well as provide a reflection on the market culture that seems to be the main motive to foster research at university level.


  The second section, Issues from Novice Teacher Researchers, contains a collaborative project by Ana Cristina Tlazalo Tejeda and her advisor, Nora M. Basurto Santos, who conducted a study at a Mexican university regarding pronunciation instruction and students’ practice to develop their oral skills’ confidence. Data analysis shows the relevance of teacher pronunciation instruction and student practice to increase learners’ proficiency and commitment to further improvement. In connection to this article, I wish to draw attention towards the fact that novice researchers can be encouraged to report on classroom research by joining efforts with advisors so that we can contribute to the generation of a culture of researchers and writers in the ELT field.


  The last section, Issues Based on Reflections and Innovations, is composed of three papers. In the first one we can learn about the experiences of Paula Andrea Echeverri Sucerquia and Sebastián Pérez Restrepo in the process and challenges of meaning making around critical pedagogy within an English teachers’ study group which was created at a Colombian public university for the purpose of learning how to teach language from a critical perspective. Following narrative inquiry, the authors were able to gather different perspectives which demonstrate the necessity of having spaces and situations of personal confrontation with theory and support in collaborative learning through dialogue to attempt such goal in initial teacher education. Afterwards, Chilean teachers Mabel Ortiz Navarrete and Anita Ferreira Cabrera describe their proposal for a technique in order to engage students in collaborative argumentative essay writing in a wiki environment. The authors describe the way they followed a systematic work assignment, the tasks used and the students’ individual and collaborative roles. They also explain how equal participation and collaboration among group members were enhanced.


  We close this edition with an article co-authored by Darío Luis Banegas and Aurelia Velázquez, who gather their views concerning the participation of teachers and learners in the learner-centred curriculum in English language teaching. Their reflections are based on their analysis of the Argentinian context as well as on their experiences as teachers of English in secondary education with a people-centred approach in the classroom. It is hoped that the recommendations for policy makers included in this work can contribute to the study of curricular issues in similar contexts.


  Immersed as we are in the search for participation coming from diverse sources and settings, we invite you to read and contribute with knowledge produced in local settings but applicable in other academic communities. It is our intention to not only comply with the complex global publication trends, but to keep in mind the reasons that inspired the creation of PROFILE fifteen years ago: to be a space for novice and experienced teachers and researchers, a forum where works dealing with local and global issues have the opportunity to be heard or read.


  María Claudia Nieto Cruz

  Journal Director


  Melba Libia Cárdenas

  Journal Editor

  


  1Lillis, T., & Curry, M. J. (2010). Academic writing in a global context: The politics and practices of publishing in English. London, UK: Routledge.
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  The increase in the publication of academic journals is closely related to the growing interest of research communities as well as of institutional policies that demand visibility of the work done by their staff through publications in highly-ranked journals. The purpose of this paper is to portray the experiences of some authors who published their articles in the PROFILE journal, which is edited in Colombia, South America. Data were gathered using a survey carried out through the use of a questionnaire. The results indicate the reasons the authors submitted their manuscripts, their experiences along the process of publication, and what the publication of their articles in the journal has meant to them. The authors’ responses and the reflections derived from them also show that despite the difficulties faced, there were achievements and lessons learned as well as challenges ahead to ensure the sustainability of the journal and teachers’ empowerment.


  Key words: Academic journals, getting published, PROFILE Journal, publishing articles, teachers as writers.

  


  El aumento de la publicación de artículos en revistas académicas está relacionado con el creciente interés en ello por parte de los grupos de investigación, así como con las políticas institucionales que buscan dar mayor visibilidad a sus trabajos. El objetivo de este artículo es recoger las experiencias de algunos autores que publicaron en la revista PROFILE, editada en Colombia, Sur América. La recolección de datos se hizo con el uso de una encuesta en forma de cuestionario. Los resultados muestran las razones que llevaron a los autores a presentar sus manuscritos, sus experiencias durante el proceso de publicación y lo que ha significado para ellos la publicación de sus artículos en la revista. Las respuestas de los autores y las reflexiones derivadas indican que, a pesar de las dificultades, hubo logros y lecciones aprendidas. Se plantean, asimismo, futuros retos para asegurar la sostenibilidad de la revista y el empoderamiento de los profesores.


  Palabras clave: lograr publicar, profesores como escritores, publicación de artículos, revistas académicas, revista PROFILE.

  


  Introduction


  
    It is important for university professors, pre-service teachers, and schoolteachers in Colombia to share their research, contribute towards local knowledge, learn from each other and value [their] work. Also, I am sure that professionals in other countries appreciate these contributions, as I do theirs. (Maria)

  


  The opinion of this teacher-educator reflects the importance of research and publishing. For most university teachers, the “publish or perish” pressure to sustain a position in our career has had an impact on the field of teaching as researchers and writers and has, in turn, fostered debates regarding teacher preparation and the possibilities we have to get published in academic or scientific journals (Adnan, 2009; Cárdenas, 2003; Lillis & Curry, 2010; Rainey, 2005; Smiles & Short, 2006; Whitney, 2009). This reality is closely related to teachers’ professional development which, from a critical perspective, positions professional learning as a continuous process that acknowledges the theories, personal practical knowledge teachers possess (Golombek, 2009), and their personal interpretations (Johnson & Golombek, 2011). This vision of professional development gives value to teachers’ experience and creativity to face diverse teaching scenarios in which reflection and inquiry allow continuous growth (Johnson & Golombek, 2011; Sharkey, 2009). It also motivates them to make their work public as an approach to professional learning and development (Johnson & Golombek, 2011), to empower classroom practices and improve the quality of education (Kincheloe, 2003). Similarly, the increasing participation of teachers from different educational levels in doing and publishing their research and teacher-based works evidences their commitment toward developing their own expertise through critical inquiry into their own practice and toward the sharing of their experiences. This can be observed, for example, in the ELT (English Language Teaching) journals edited all over the world. Nonetheless, it is necessary to document and study authors’ experiences so that we can foresee actions in the field of teacher-researchers as writers. In this article, we portray the experiences of some authors who have published in a journal edited in the Latin American context.


  Over the past two decades Colombia has witnessed an increase in academic journals. This is due to the interest of research communities and institutions in gaining prominence in highly ranked journals as well as in the credits granted to teachers’ careers and in the increases in universities’ prestige. The lastest report issued by the national research agency shows the existence of a total of 466 indexed journals, 254 of which are classified in the areas of social sciences and humanities (Colciencias, 2012). Among them we have 28 specialized in education and 15 in languages and literature; two of them are published only in the English language: PROFILE Issues in Teachers’ Professional Development (PROFILE henceforth) is one of them. To trace the life of this journal along its first twelve years of publication, we carried out a case study that included a survey in order to portray the experiences of the authors who have published in it. The purpose was to identify the reasons that motivated authors to send their manuscripts to the journal, the difficulties experienced during the whole process—from submission to approval for publication—and some reflections they could share regarding the meaning they assign to the fact of having had their works published in it. The results of the questionnaire used are reported below.


  The Study


  A descriptive case study (Cohen, Manion, & Morrison, 2011; Yin, 1984, 2009) was conducted to examine the origins and evolution of the PROFILE Journal along 12 years, and in relation to its vision of disseminating research findings, reflections, and innovations by teachers of English. Data collection included a survey, documentary information concerning editorial processes, and my reflections as the editor from its inception. Within the framework of that study, we followed a survey design in order to accomplish a description of trends and opinions of a sample of the population (Creswell, 2009). A short questionnaire was sent by email to all the authors who had published in PROFILE from 2000 to 2012. The questionnaire was cross-sectional, with the data collected at one point in time. The questions were as follows:


  
    1. What made you decide to submit your article(s) for publication in PROFILE?


    2. Think about the experiences along the process of publication (submission, evaluation, adjustments) of your article(s) in PROFILE. Which one(s) in particular can you remember/caught your attention?


    3. Did you have any difficulties along the process of publication? Yes __ No __


    • If yes, what kind?


    • What action(s) helped you overcome the difficulties?


    4. What has the publication of your article(s) in PROFILE meant to you?


    5. Other comments

  


  Context


  PROFILE started as an annual publication in 2000 at the Universidad Nacional de Colombia, Bogotá campus. The initial idea was to contribute to teachers’ professional development by publicizing the results of action-research projects carried out by schoolteachers of English who participated in an in-service programme focused on language development, pedagogical updating and action research. Little by little, the journal captured the interest of the local ELT community and has worked towards meeting international standards such as defined criteria for publishing, editorial committees, a style sheet, editorial processes, exchange with other journals, punctuality in its periodicity, and open access. It should be noted that such standards have helped PROFILE be in tune with other ELT research oriented journals.


  After four years, PROFILE opened its doors to contributors from other countries and consolidated its mission and vision. At present the journal shares papers authored by schoolteachers, teacher educators, novice teacher-researchers, and university teachers from different parts of the world who have been engaged in carrying out research and innovations in wide-ranging contexts. This can be seen in the sections that characterize it nowadays, namely, Issues from Teacher Researchers, Issues from Novice Teacher Researchers, and Issues Based on Reflections and Innovations. The journal has worked to achieve more visibility through several international databases and reference systems. Its progress has also been acknowledged; for instance, in 2006, it was ranked in the Colombian national indexing system and in 2008 became a biannual journal; at present, it is classified as the most important publication concerning ELT in Colombia and has gained international readership.


  Participants


  Sixty-seven authors out of the 312 who had published in the journal up to 2012 responded to the questionnaire. They work in different educational levels: seventy percent of them teach in universities; twenty percent in primary and secondary schools; seven percent have just completed a BEd; and three percent teach at language institutes or are freelancers. Their articles deal with the teaching of English, teacher education, and language policies. As far as their nationalities go, 55 (82 percent) are Colombian: 34 work in universities; nine in primary and secondary schools; four in universities and schools; three in language institutes; and five have just completed a BEd. The other authors (12 = 18 percent) are mostly university teachers. They are from the USA (3), Mexico (3: one of them works at a school), India (2), and one each from the UK, Turkey, Italy, and Ukraine. As can be seen, the vast majority of the participants belong to non-Anglophone-centre contexts.


  Data Analysis


  The identification of commonalities was carried out using the Atlas.ti programme. Since the survey contained open questions, we followed the principles of the grounded theory because it allowed us to systematically organize, analyze, and interpret the gathered data (Strauss & Corbin, 1990). As the data were analyzed, explanations were constructed according to the questions contained in the survey itself. The analysis was primarily descriptive and once it was completed, we did member checking (Merriam, 1991) by sending this article to all the respondents. We got comments from seven members (participants), who checked (approved) our interpretations. Although the number of responses during the member checking process was not high, we could ensure internal validity and trustworthiness (Merriam, 1991).


  Results


  The data are presented in terms of a description of the patterns or categories (the reasons for submitting articles for publication, experiences along the process of publication, and what the publication of their articles has meant to authors). We also contrast and compare these trends with theoretical concepts underlying them. We illustrate them with some voices from authors, identified with pseudonyms or with the names they chose.


  Reasons for Submitting Articles for Publication


  Five main reasons were expressed by the authors. They are displayed in Table 1. Accordingly, several explanations were identified in connection to each one of them.


  [image: ]


  The main reason authors decide to submit their papers to the journal lies in their conviction in the usefulness of articles published in it. Fifty-five percent of them think that they can collaborate with peers on some serious work and recognize the significance of making their work public, that is, the reaching of teachers through publishing. They are convinced that the papers contained in PROFILE are read by teachers as their contents address common concerns, theories, and issues teachers usually inquire about. As pointed out by one author, “it focuses on topics that foreign language teachers need to debate and it goes beyond presenting games or activities with no theoretical background” (Clara). This evidences that teachers need more than just tips for getting the teaching job done. Thus, publications should comprise thoughtful contents and go beyond the tendency of including guidelines with zero or very little theoretical foundations. In addition, seven percent of the authors expressed their interest in publishing in a Colombian or a local journal because of the importance of “sharing reflections and findings of studies concerning teachers’ development as a way to construct local knowledge” (Adriana). This way authors can contribute to the ELT community and disseminate their work among different scenarios.


  Having their work published in a well-known journal is paramount for 31 percent of the authors. As this suggests, an important number of responses showed that the journal recognition, its quality, rigor, ranking, popularity, and “the fact that it is devoted to make different teachers’ voices heard” (Helena) motivated them to submit their works. This testimony advocates the need to position teachers as contributors whose inputs are recognized.


  On the other hand and as it is widely known, getting published is a challenge and can be on the list of goals to be achieved in a teacher’s career. Twelve percent of the participants consider that it is a professional and personal challenge; an experience that adds to the pride and the status you gain when you can evidence you have published in a specialized journal.


  A schoolteacher decided to send her manuscript to complete the research cycle because “the publication of my article was the second step as a teacher-researcher” (Juanita). Her reflection mirrors a commitment to transcend her teaching job and to develop agency. As in this case, the authors select the journal because it is perceived as a forum that provides opportunities for teachers’ agency work. Agency gives us the power to transform the object of activity; it is understood as the capacity to initiate purposeful action and implies determination, autonomy, independence, and choice (Lipponen & Kumpulainen, 2011). It is not a fixed quality or disposition but something that people do to transform and refine their social and material worlds.


  As shown in Table 1, the editorial guidance provided by the journal staff is also crucial in some authors’ resolution to submit their manuscripts. For example, a university teacher asserts: “I know that when I submit an article I receive academic, constructive feedback” (Aleida). Similar to Smiles and Short’s (2006) conclusions, this finding reflects the reality that promoting the circulation of teachers’ works in academic journals requires providing effective support.


  Three percent of the authors mentioned three instrumental reasons to explain their choices: course requirements, the teacher-career’s incentives, and their learning as writers. In the first case, a couple of schoolteachers admitted that they fulfilled the writing task because it was a requirement of a teacher development course although they agreed with others on its importance. In the second case, university teachers admitted that they selected the journal because publishing in an indexed journal gives one the possibility of improving her/his salary and adds more points to one’s academic career. Finally, it is worth mentioning that a couple of authors justified their choice in light of an academic exercise in which they could learn from the reviewers’ comments and suggestions, gain awareness about how to write a better paper, and thus be ready to guide others.


  The outlined reasons might look commonsensical, obvious, or not surprising. However, the authors’ responses evidence that despite the circumstances faced in their teaching contexts, they are all concerned about the importance of contributing to the profession via a well-positioned publication. The case of PROFILE illustrates the issue of local context as a locus of making teacher narratives public “because it is from and for more diverse professional contexts, it is generating new uses by creating alternative systems for making practitioner knowledge public” (Johnson & Golombek, 2011, p. 503). In the same line of thought, Sharkey (2009) depicts the journal as a space that blurs communities’ boundaries; an opportunity for professionals across the career span to present their work in the same venue. This, in turn, draws our attention towards the fact that academic journals are often associated with core or central commu-nities and countries, a reality which makes it difficult to include voices from the periphery.


  Significant Experiences Along the Process of Publication


  The authors recalled experiences along the process of publication, namely: submission, evaluation, and adjustments. In order of relevance, they remarked on the opportunities to learn, the tensions generated by the editorial processes per se, and the contribution to their self-esteem. First, there was a consensus about the feedback provided by the reviewers for they are considered knowledgeable authors and academic leaders concerned about the quality of work to be published. Most participants (79 percent) perceived the comments as pertinent and valued the fact that they could learn a great deal because “modifications helped me to understand how articles are developed and organized” (Hernán); and “you confront . . . thoughts with different points of view. . . . This interchange usually leads you to learn in terms of content, research, formal writing” (Fanny). Hence, “the evaluators’ comments stimulated a revision process which proved insightful and enriching” (Franca). In this respect, one author felt she had also gained expertise to guide other teachers to become better writers. Once more, the data suggest authors’ agency: they express their capacity to work in collaboration with others and their predisposition to utilize the support given by others as well as their being a resource for others.


  Another survey study conducted by Cárdenas (2003) inquired into the views of schoolteachers who had published in PROFILE in its initial stage. The investigation searched for achievements and difficulties and strategies used to overcome those difficulties. It revealed that schoolteachers who had been away from long written tasks had difficulties coping with the demands of article preparation. The results reported here confirm that particular study and coincide with Smiles and Short (2006) in that writing for publishing offers many professional benefits for teacher-researchers and the academic community, but the journey from writing to actual publication is overwhelming. We found that 29 percent of the authors experimented tensions in attempting to follow the format of an article for it is a very demanding task, and even painful, for some of them. Three percent of them affirmed they had had disagreements with reviewers, but understood them after some time; another three percent explained that coping with different requirements was somehow complex because “sometimes evaluators have different criteria and it is difficult to know which route to go” (John). For one teacher, it generated stress because “it is difficult to follow guidelines from two different evaluators, especially when feedback is not consistent. Of course, this kind of situations is not necessarily negative, but it might be stressful’’ (Aleida). Interestingly, another teacher recalled that team writing was not an easy task because “we were a group of four teachers. It’s difficult to agree on ideas and at the end one of us had to make decisions” (Sandra). Table 2 contains a summary of the main struggles faced and the tools used to overcome them.
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  For thirty-eight percent of the informants, regardless of constraints, the editorial processes had positive effects on their self-esteem. However, those processes require time and disposition:


  
    I was willing to start writing and to polish my paper but it requires a lot of your free time and effort. On the other hand, it was the first time that I wrote an article so I felt a little bit anxious to know if it was good enough or worth reading for others. Once I started writing and receiving feedback I felt more comfortable and positive, I realized I had a lot to say and I had learnt a lot along the whole process. (Deissy)

  


  Deissy’s reflections represent the commona-lities found in six percent of the participants along the line of self-esteem. First, they realized that there are misconceptions regarding who can get published in academic journals. We also found that although there is often a lack of confidence, the disposition to overcome fears, and the implementation of a timely, user-friendly editorial process can help authors build confidence to continue writing and, in the end, lead to personal satisfaction.


  What Has the Publication of Their Articles Meant to Authors?


  Their responses to this question can be gathered around three axes: personal and professional achievements and the role of academic journals in giving voice to teachers. At the personal level, sixty-eight percent of the authors recognize that it was a challenge, an important achievement that has brought pride, rewards, recognition, and self-assurance. Those feelings are more significant for some authors who got published for the first time. Two of them answered:


  
    It has given me confidence in my professional field. I am working in international education at a university in the US and am glad to have had an article published in an important journal of Colombia. (Gill)


    It has meant a great achievement for me, since I was yet an undergraduate student, and now it can be part of my résumé. (Sandy)

  


  Nowadays, publishing has different meanings for teachers’ careers. As already mentioned, for just a couple of authors it is mainly the fulfillment of a course requirement; for others, it is a personal and professional goal. Professional enrichment has been significant for 93 percent of the respondents for publishing has entailed the possibility of broadening professional background, the satisfaction of sharing one’s work, reaching schools, and leaving a footprint in teacher research. Nevertheless, the boundaries between the personal and the professional meaning the authors assign to the said achievement is not always clear. Instead, we find interesting intricacies: being aware of our capabilities, finding ways to verbalise what we investigate or think, willingness to dialogue with a wide audience, and looking ahead to continue developing professionally. Some authors’ comments include:


  
    [It has been] a great achievement and pride which marks my academic way has to continue in the future and that it is a possibility to share my thoughts with other people in the field. (Ximena)


    There is a feeling of professional growth when you see your experiences printed and open to public scrutiny. (Edgar)


    Publishing has been an empowering tool . . . as teacher-researcher. (Bertha)


    It [publishing] has meant a way to conceptualize about and make sense of language teaching and research as two mandatory activities for critical educators. (Alvaro)


    I see the publication of the article as a step to grow personally and professionally. It gave me a platform to voice my choices and experiences which made me more passionate and stronger as a teacher-researcher. (Hernán)

  


  Concerned with the importance of sharing, the authors reflect upon the role of academic journals in sustaining spaces for the dissemination of teachers’ work so that they have the opportunity to participate and contribute via interaction where one is positioned as “an accountable author” (Lipponen & Kumpulainen, 2011, p. 813). In our case, the journal is viewed as “a new platform on which to explore and exchange ideas” (Bernard), which suggests that efforts are being made to reach high standards when carrying out research and writing reports. This last matter implies providing opportunities for continuous learning, for instance, along the publication process and as an extension of it because some authors also advise other teachers in their research. For this reason, some authors advocate that encouragement and support are necessary in helping them to continue developing as publishers of quality research.


  It was also noted that the interplay embedded in the publication process is in tune with Bourdieu’s (1986) concept of social capital for it is likely to be created by mutual recognition, receiving respect, and being an author whose ideas are valuable in the eyes of the local and larger community. In this respect, Colombian authors acknowledge the important part the journal can play in the construction of teacher communities, that is, as “a way to have the voices of Colombian researchers heard by teachers, students, and researches in our country ... a contribution to the construction of local knowledge in the field of foreign language teaching and learning” (Isabel).


  Conclusions and Implications


  The survey was used to bring authors’ experiences to enhance awareness. Their answers reveal five main motives for submitting their manuscripts, to wit: contributing to the profession, the journal recognition, their interest in achieving a goal, the certainty to get support in such endeavor, and some practical motives. But above all, the main driving force has to do with the conviction that as teachers they can and should contribute to the profession. Like Smiles and Short (2006), our participants evidenced that their decision to submit a manuscript was to inform the field by providing a truly emic or insider’s perspective. This finding indicates that teachers not only need to be part of professional communities that support them in their teaching jobs but that they should also feel committed to backing them. One way of doing so is through gaining a voice with other teachers with similar interests and with the ELT community in general by sharing the experiences and the findings of their works. This is perhaps the greatest meaning the authors discover in their publication experience. An author who studied the in-service programme that inspired the creation of the journal and then participated as a tutor remarks:


  
    We are used to do certain things in our everyday classes and we sometimes think it is not worth sharing them in such a formal way. However something I have been learning . . . not only as an author, but as a student-teacher and as a tutor, is that new knowledge does not grow up in genius brains but in real-life-people, informed and reflective perspectives. (Myriam)

  


  In connection to the role of the journal in giving a voice to teachers and although we have not further traced the actual use of the contents of the volumes published to date, the journal seems to be “functioning as a tool for knowledge-building and professional development practices that are working in consort to transform the professional landscape that constitutes the field of SLTE [Second Language Teacher Education]” (Johnson & Golombek, 2011, p. 486). Implicit in most authors’ answers and also explicitly expressed in many of them, we can envision new understandings about publishing and professional development. Publishing is the result of getting involved in a dialogic action by submitting manuscripts intended to reach different audiences. Publishing acts as a mediational tool in fostering teachers’ professional development via recognising teachers’ knowledge as well as their capability to be teacher-researchers and to exercise agency. This way, and despite the demanding process or the difficulties faced, teachers as researchers and writers contribute to strengthening local communities, supporting the circulation of knowledge and good practices in wider contexts, developing professionally through this learning experience, and taking care as regards their self-confidence.


  The authors perceive the journal as a forum that provides opportunities for teachers’ professional growth. They also argue that teacher-researchers as writers need to be positioned as contributors whose inputs are recognized. PROFILE is then perceived as a publication containing voices from and for diverse professional contexts; as a publication that has generated spaces for teachers from different educational levels and settings. To this end, the authors participating in our study evidence attempts in crossing boundaries; they have resorted to ways of presenting marked locality in a way that can lead to successful publication and capturing the attention of a wider audience. This is observed in the publication of articles that, although derived from their local teaching contexts, are supported with indigenous and international works, depict courses of action to face given problems, gather conceptual issues that befall most teachers, and match the interests of others working in diverse contexts. Further research would engage us in examining how agency emerges and is constructed through the paths authors follow in this and similar journals.


  As far as the tensions experienced, we could identify some of the common problems that obstruct the publishing process. The most notorious, coping with the demands of manuscript revision, calls for the need to keep in mind that for papers published in scientific journals, it is essential to find the appropriate tone to reach first, practitioners, and second, a wider audience. Hence, opening up spaces for teachers to publish their work is not enough; it is mandatory to provide actual support. This could be done through “writing buddies” (Smiles & Short, 2006), that is, those who can accompany authors through careful editorial guidance. In turn, this practice has implications for teacher education programmes, the commitment of stakeholders, editorial boards’ awareness of authors’ profiles, and the establishment of networks of writing activities.


  We have a long way to go to ensure the legitimacy of teacher-generated knowledge contained in journals like PROFILE. Yet, we believe that it evidences a space where the local and the global can co-mingle; where new understandings can emerge as a result of that interplay. The challenges ahead to ensure the sustainability of the journal and teachers’ empowerment remain.

  


  *This article reports on the findings of the first stage of an ethnographic research study in progress.
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  This article reports on an interpretive qualitative study conducted at a public university in Bogotá with 26 pre-service social studies teachers. It is focused on unveiling which ideologies are discovered when they construct the meaning of texts through text-based tasks in an English as a foreign language class. The data were collected by using class video recordings and students’ artifacts. The data analysis procedure follows an inductive process based on grounded theory. Results indicated three subsidiary categories called Shattering the Establishment, Perspectives From a Counter-Hegemonic Position, and Resisting the Mainstream. Furthermore, there is the core category Habitus, which assembles those subsidiary categories in an internalized system of fixed dispositions.


  Key words: Construction of meaning, grounded theory, habitus, ideology, text-based task.

  


  Se reporta un estudio de tipo cualitativo interpretativo adelantado en una universidad pública de Bogotá con 26 docentes en formación, de una licenciatura en educación básica con énfasis en ciencias sociales. Este artículo se concentra en develar las ideologías mostradas por ellos en el proceso de construir el significado de los textos a través de tareas basadas en escritos durante las clases de inglés como lengua extranjera. La información se recolectó mediante las producciones de los estudiantes y la grabación de las sesiones de clase. Los datos fueron analizados inductivamente siguiendo la teoría fundamentada. Los resultados indican tres categorías subsidiarias: resquebrajando el establecimiento, perspectivas desde una posición contra-hegemónica y resistiendo la corriente dominante. Habitus es la categoría central que engloba los conceptos subsidiarios como resultado de un sistema internalizado de disposiciones fijas.


  Palabras clave: construcción de significado, habitus, ideología, tareas basadas en textos, teoría fundamentada.

  


  Introduction


  This article informs a research study conducted with a group of pre-service social studies teachers about which ideologies are revealed while they are making meaning of English texts in an English as a foreign language (EFL) class.


  The purpose of studying ideology addresses the need to understand the political and sociological framework from which pre-service social studies teachers build their meanings of texts. In other words, EFL teachers might reflect on how students perceive the meaning of texts powerfully permeated by the social and political structures in which students are immersed. In this sense, the following question guided this study: Which ideologies does a group of pre-service teachers reveal when constructing the meaning of texts?


  The ideologies can emerge in an EFL setting where pre-service social studies teachers have an array of opportunities to contrast their representations about historical issues, to debate their ingrained values towards sensitive matters (abortion, egalitarian marriage, racism), to confront their beliefs about teachers’ role in intercultural contexts, and/or to challenge their understandings—even feelings—in relation to contemporary concerns. In view of that, the researcher proposes a methodology that connects pre-service teachers’ real needs with their personal and professional growth. It is possible to do so if they find texts that are appealing and relevant to their field and which engage them in a meaningful way. Accordingly, three theoretical perspectives of ideology will be addressed as well as a final reconstruction of this concept made by the researcher.


  The paper begins with the theoretical framework, which is followed by the pedagogical and research designs. Next come the findings’ section, the conclusions, and pedagogical implications.


  Theoretical Framework


  Ideology: A Platform of Ideas, Values, and Beliefs to Unveil


  The term ideology has different historical meanings (Eagleton, 2007) that come out of a broad spectrum where the term ideology has been understood as a way to determine the thought patterns ingrained in a society as those meanings that come from a rather narrow society where ideas are established for the purpose of maintaining the ruling class.


  Van Dijk (1998) ascertains that “ideologies are the foundation of the social beliefs shared by a social group” (p. 49). This socio-cognitive perspective of ideology establishes that ideologies are constructed in group members’ minds. It also establishes that social beliefs organize, determine, and control the opinions of a group; these beliefs reflect what is considered as true or false, correct or incorrect, and good or bad in a society. Van Dijk ascertains that “beliefs may be constructed, stored, reactivated, organized in larger units, and such processes take place in the accomplishment of all cognitive tasks” (p. 21). Aspects of life such as worries, fantasies or fears may also be beliefs. This research study evokes in its data analysis this concept of beliefs given that pre-service social studies teachers are expressing their beliefs toward one topic or another in conjunction with EFL learning.


  The second perspective of ideology presented in this study is based on Eagleton’s theory (2007). He claims that ideology “is a matter of ‘discourse’ rather than of ‘language’” (p. 223). Ideology “represents the points where power impacts upon certain utterances and inscribes itself tacitly within them” (p. 223). The concept of ideology tries to unveil the struggle between an utterance and its concrete conditions in order to achieve goals. These conditions to make accomplishments are considered as the struggle of power to maintain and reproduce social life. In this sense, Eagleton argues that “ideology is less a matter of the inherent linguistic properties of a pronouncement than a question of who is saying what to whom for what purposes” (p. 10). This approach of ideology determines that the relationships between subjects and social objectivity are complex and those relations are mediated by discourses.


  Finally, the third perspective of ideology considered here is developed from McLaren (2003), who defines it as


  
    the production and representation of ideas, values, and beliefs and the manner in which they are expressed and lived out by both individual and groups. Simply put, ideology refers to the production of sense and meaning. It can be described as a way of viewing the world, a complex of ideas, various types of social practices, rituals, and representations that we tend to accept as natural and as common sense. (p. 205)

  


  Society is organized around different social practices and rituals that generate a feeling of belonging. People who share these feelings tend to accept social rules without restrictions. Consequently, “ideology is the result of the intersection of meaning and power in the social world” (McLaren, 2003, p. 205).


  Considering previous definitions of ideology, I would like to propose my own. Ideology is the platform of ideas, values, and beliefs from which people build meaning of the world and the ways they employ to enact and live according to that platform. In other words, it is what makes meaning for people and how they act out based on their way of thinking. Certainly, ideology deals with the tension existing in power—to empower and disempower people and there are many different levels of each one of these conditions. That is to say, each group of people that shares or defends its particular ideas has a particular ideology.


  Construction of Meaning


  According to Wells (1995), the construction of meaning can be described in three characteristics. The first is that “meanings are made, not found” (p. 237). This characteristic involves the interdependence between action and knowledge because meanings must be actively constructed from learners’ background. Moreover, meaning is constructed for the reason that it has a purpose and motivation which can be evaluated as valuable and valid according to learners’ purposes and needs.


  The second characteristic mentioned by Wells (1995) is related to the impossibility of constructing the meaning detached from learners’ personal interests, cultural backgrounds, and/or levels of familiarity with the content of the discussed subject. Subsequently, the meanings are constructed socially and systematically.


  The third characteristic of construction of meaning recognizes the transactional nature of learning and teaching. Wells (1995) has emphasized that “what we learn depends crucially on the company we keep, on what activities we engage in together, and on how we do and talk about these activities” (p. 238).


  Learning cannot be analyzed apart from individual and social values that affect the construction of meaning. Wells (1995) has declared: “learning is as much a social as an individual endeavor and meanings that are constructed occur, not within, but between individuals” (p. 238). According to Well’s perspective, learning and teaching are anchored to a social enterprise wherein the construction of meaning is shaped not only by individual characteristics but also by social factors that deal with an ideological platform towards values, beliefs, and ideas built within the communities.


  After presenting the main constructs of the study, I will now describe my pedagogical and research design.


  Pedagogical Design


  “If learning is not meaningful to students,

  it is irrelevant what the teacher does.”

  (Wink, 2005, p. 75)


  The pedagogical design that I proposed and carried out was task-based learning (Ellis, 2006; Murphy, 2003; Willis, 1996; and Wink, 2005). This approach indicates the path along which the transformative pedagogy can cement and fill the gap between experience, theory, and practice.


  Task-based learning delineates a powerful tool to carry out any teachers’ goal from a communicative perspective. This starting point indicates that “the teacher is in a unique position to assess how far the contribution of learners to tasks . . . would help develop the potential in task-based learning” (Murphy, 2003, p. 359). In this train of thought, those EFL teachers who plan their teaching practices based on tasks will able to enhance not only their pedagogical practices, but also their students’ performances in terms of accuracy, fluency, and/or complexity.


  Likewise, I implemented a specific vision of task: text-based tasks. Since this instructional design was planned to be carried out in the course called foreign language text comprehension, the selection of suitable texts from available resources and their grading were at the core of the course. According to Willis (1996), the word text can be seen from different perspectives, e.g., a continuous piece of spoken or written language. Thus, the texts included a wide variety of information (audio recordings, radio or TV broadcasts, visual resources and/or images). From now on, I will use the term text without distinction.


  Transformative Pedagogy: Upstream Against “Stupidification”


  “Teachers and students . . . need learning

  contexts that empower them as learners

  and as inquirers who actively search out

  new questions.”

  (Short & Burke, 1989, pp. 205-206)


  Transformative pedagogy unfolds to reveal the characteristics of pre-service teachers who have developed a high level of criticism that allows them to feel free to express their own way of thinking and construct their opinions and conclusions, but framed by the understanding of society. Transformative pedagogy is connected to the setting of pre-service social studies teachers because it reflects upon the real state of order from a critical perspective that provides a deep analysis into the fossilized positivism that over many years fostered an asocial analysis of things, facts, and ideas. Giroux (2003) argues how these ideas had “subordinated human consciousness and action to the imperatives of universal laws” (p. 28).


  The nature of education started to develop a critical theory of social education through analysis of the culture, mass media, ideology, power, and authoritarianism as instruments of imperative rationality. In this sense, the nature and purposes of education are starting an upstream that unmasks current mainstream canons that search for a society in which justice succeeds despite the presence of real conditions of injustice. As a result of this counter-hegemonic education, the work of teachers cannot be limited to the “stupidification” (Macedo as cited in Bahruth & Steiner, 2000, p. 119) of education in which “students have learned to respond to the expectations of the teacher: parroting, memorizing, and regurgitating from a series of facts and official bodies of knowledge promoted by the mainstream canon” (Bahruth & Steiner, 2000, p. 119). The teachers’ mission is the other way around, to wit: to empower their learners’ learning processes; thus, learners will be able to analyze the status quo of reality. Learners inquire about the world around them, but also they need to reflect upon themselves. With these purposes of education—among others—it is possible to build up the transformative pedagogy I have claimed.


  A curriculum that is able to fulfill the requirements of transformative pedagogy is the transformative curriculum presented by Henderson and Hawthorne (1995), who proposed the 3S Scaffolding: “Transformative Subject Learning, Transformative Self Learning and Transformative Social Learning” (pp. 6-12). This model takes into account learners’ previous knowledge in order to enhance the learning of English via the contents. In other words, one must empower learners’ knowledge as a starting point to develop EFL learning. Moreover, Henderson and Hawthorne stress the necessity of putting into practice “inquiry responsibility rather than obedience to authority” (p. 10). Finally, transformative education strengthens the democratic, civility, and diversity issues for learners.


  Research Design


  I define this research as an “interpretive qualitative study” (Merriam, 2002, p. 6) since it provides me with a framework to analyze and describe my particular context in detail. Merriam (2002) has argued that “the researcher is interested in understanding how participants make meaning of a situation or phenomenon, this meaning is mediated through the researcher as instrument, the strategy is inductive and the outcome is descriptive” (p. 6).


  Consequently, this research explored the ideologies that emerged with the learning of EFL in the scenario of the class relating my students’ concerns, as well as those associated with my own experiences as a teacher- researcher. According to this situation, Merriam (1988) has stated that “qualitative research is an effort to understand the situations in their uniqueness as part of their particular context and their interactions there” (p. 35).


  Context for the Research Study


  The study took place at a public university in Bogotá, Colombia, specifically with pre-service social studies teachers enrolled in an undergraduate program called Licenciatura en Educación (Bachelor degree in Education). This undergraduate program establishes three levels of English as a foreign language, which are foreign language I, foreign language II, and finally, foreign language text comprehension.


  Participants


  They consist of a group of 26 pre-service social studies teachers, eight females and eighteen males whose ages range from eighteen to thirty-four years old. Most of them are in seventh semester of their program in the course called foreign text comprehension. This course meets two sessions per week of 100 minutes each. It is a mandatory subject.


  Data Collection Procedures


  Strauss and Corbin (1990) have defined grounded theory as a qualitative research method in which theory emerges from the data through the implementation of an inductive process rather than a deductive one. Accordingly, Freeman (1998) argued that “in a grounded analysis you are uncovering what may be in the data” (p. 103).


  I selected two instruments for data collection: first, video recordings and second, students’ artifacts such as personal written exercises, oral discussions, written guides or video clips. These instruments helped me to find out what ideologies pre-service social studies teachers reveal when they construct the meaning of a text.


  Findings


  The data analysis process led me to identify one core category and three subsidiary categories that answer the research question: What ideologies does a group of pre-service teachers reveal when constructing the meaning of texts?


  As stated by Strauss and Corbin (1990), a core category must be the sun positioned in an orderly systematic relationship to its planet. I called the core category that emerged from the analysis of the data Habitus (Bourdieu, 1977) and it will be explained in detail after the analysis of the three subsidiary categories. In Figure 1, I present the relation among subsidiary categories with the core category and then I argue each one of them separately.


  [image: ]


  Shattering the Establishment


  The establishment is a term coined by Henry Fairlie (1955), a British journalist, in the London magazine “The Spectator”. He asserted that:


  
    By the “Establishment”, I do not only mean the centres of official power—though they are certainly part of it—but rather the whole matrix of official and social relations within which power is exercised. The exercise of power in Britain (more specifically, in England) cannot be understood unless it is recognised that it is exercised socially. (n.p.)

  


  Data analysis allowed me to discover the fact that pre-service social studies teachers analyzed and inquired into the issue of power throughout the tasks programmed in the intervention plan. According to McLaren (2003), “oppositional ideologies” are those which “attempt to challenge the dominant ideologies and shatter existing stereotypes” (p. 207). Consistent with this perspective, the participants were constantly showing their oppositional ideologies towards the existence of domination. For example, they were always questioning the capacity of some countries, considered as world powers, to interact with other countries in equal conditions. Participants identified as Andrecar and Cicas acknowledged the existence of the power issue among strong and weak countries and also the co-existence and tension among them. Each one of them exists thanks to the existence of the other. However, the relationship is asymmetrical because the strongest countries dominate the weakest.


  
    I do not think that it is possible for a strong country to trade with a weaker one without controlling it because there is a power relation mediated by disadvantages that at the same time generates manipulation. Weaker countries depend on the requests of the strongest countries. As a consequence the trade exchange and business are unequal. (Tsk2, Andrecar, Shapex)1


    I think that it is not possible because the fittest, the strongest [country] is [the one] who controls and dominates; the fittest is the one who survives. (Tsk2, Cicas, Shapex)

  


  Oppositional ideologies, which shatter the establishment, were also identified through the data analysis when pre-service teachers attempted to unveil how people or groups of people, also identified as the establishment, influenced the behaviour, emotions, and reactions of others. This was the case of the participant Cicas, who commented on the drawing of “The Yellow Kid” (Outcault, 1896, see Appendix for details of this cartoon). He claimed:


  
    I see a yellow kid who sells newspapers thanks to headlines. The Yellow Kid generates profits for the newspapers. Yellow Journalism manipulates the feelings of the people of the United States. (Tsk4, Cicas, Prtsk)

  


  As the reader can perceive through this excerpt, Cicas unveiled his oppositional discourse because he revealed the use and impact of journalism on society. It was an explicit concern about power and how it worked through both official and social relations within society. In this case, yellow journalism influenced people’s behaviour since reporters “manipulate the feelings of the people of the United States.”


  The subsidiary category, Shattering the Establishment, was also enlightened by reflections of pre-service teachers about the relationship between EFL and power. Participants pointed out the issue of power as being in a close relationship with EFL because this language is used as a tool with the capacity to influence two important spheres of people’s lives: politics and economics. The development of English language competencies is viewed as a given right or as a delegated authority with the capacity to transform learners’ thoughts.


  
    I assume that [English] is vital in the workplace. Besides it is a tool to acquire new knowledge and to meet people. Likewise, I think that English language learning is a strategy not only for political domination but also economical. (Tsk1, Jccar, Shapex)

  


  In addition, the relationship between EFL and power was well supported by a process of homogenization. The English language was understood as a tool of domination that was used with the purpose of homogenizing a perception of the world that dismissed other voices to comprehend reality through other languages.


  Finally, throughout the characterization of the subsidiary category, Shattering the Establishment, pre-service teachers reflected upon how uses of power masked strategies to be exerted. They pointed out that power was possible due to inherited social practices that maintain the ruling class as the paradigm to follow. McLaren (2003) has argued the following in this sense:


  
    Hegemony refers to the maintenance of domination not by the sheer exercise of force but primarily through consensual social practices, social forms, and social structures produced in specific sites such as the church, the state, the school, the mass media, the political system, and the family (p. 202).

  


  The participant Andrecar gave us a clear example of how the dominant culture gained the consent of those who are oppressed because it “is good for [the] strongest countries”. She used the concept of hegemony—argued by McLaren (2003)—as she declared, “[Strong countries] don’t use force to control the economies of the weaker countries”. As a result, the “strongest countries . . . avoid unions of workers or resistance in the intervention” (Tsk2, Shapex).


  Perspectives from a Counter-Hegemonic Position: The Case of Mass Media


  This subsidiary category accounts for not only the perception of pre-service social studies teachers towards the power of communication, but also reflects on messages filtered to society by power or “the how” that is used for communication by a small group of people who owns the modes of communication. Data analysis sheds light on those two issues. Giroux (1988) claimed that “the development of technology and science, constructed according to the laws of capitalist rationality, has ushered in a form of domination and control that appears to thwart rather than to extend the possibilities of human emancipation” (p. 74).


  Print media have been involved in a fight to control information and the tools used to captivate readers day after day. Moreover, the issue of “truth” depends on who says what to whom with a clear intention to increase sales. In this sense participant Kevra wrote as follows:


  
    I believe that cartoon shows the confrontation among newspapers in New York in order to capture readers’ attention. I think this cartoon says that the truth depends on who says it. According to this, the newspapers just think about selling the information. (Tsk4, Kevra, Prtsk)

  


  Modern life is permeated by a big amount of advertising which creates needs and requirements in our daily lives. Advertising sells values, ways of being, and ways of acting more than selling a product itself. In this fashion, advertising influences the decisions of people who buy goods and services uncontrollably. In a socialization task where participants showed their perspective regarding the issue of consumerism, participant Mrom expressed the following:


  
    First, I attempt to show through video how advertisement has manipulated us and how it is searching for, defining, and compelling our decisions directly or indirectly. Second, we wanted to show how advertisement uses many tools with the purpose of capturing our attention; for example, double meaning. A publicist is expecting for people to define their needs—most of the time unnecessary needs—in an unconscious way where the double sense influences the decisions to consume. (VRT3, L165-172, Mrom)2

  


  Previous samples show how advertisements built their own reality, which articulates its own rules. Advertising is a communicative manifestation integrated to the area of consumerism and social values transactions whereby the need to produce a consumerism ideology is vital for industry or, in Mrom’s words, “how advertisement has manipulated us.”


  So far the analysis of participants’ voices has shown their ideas toward communication as an issue that has power. This power of communication imposes ideas, values, and beliefs on its receivers. Now, let us consider a participant’s perceptions around consequences of imposition in communication. The participant Disa perceived the power of communication as a matter of imposition that makes people feel miserable.


  
    The means of communication and brands impose some consumption patterns that seem affordable to everybody. These consumption patterns depend, on the one hand, on the economical and social viability that people have, and, on the other hand, are based on people’s desires. When consumption patterns are compared with people’s reality, then they become frustrated people. (VRT2, L6-12, Disa)3

  


  Participant Disa analyzed imposition in communication as a phenomenon that generates people’s tendency toward “becoming frustrated people.” If people cannot satisfy their needs created through the power of communication they feel frustrated. This level of dissatisfaction is not real because people actually supply basic needs but in conjunction with created “needs” spurred on by means of communication; they feel the need to buy more, to have more and to store more with the purpose of reaching a minimal level of satisfaction.


  In accordance with the previous idea, I could analyze how participants perceived the psychic consequences of the power of communication in people’s behaviours. Participant Anvarg explained as follows:


  
    The purpose of this video was not so much to show the amount of individual consumerism or mass consumerism, but to show the existing consequences at a personal and a psychological level. [To analyze] how some consumer habits become compulsive. That is the purpose of this video. (VRT4, L409-412, Anvarg)

  


  The power of communication affects people’s behaviour because it is such an amount of power that it turns people into compulsive consumers. For example, compulsive buyers, compulsive gamblers, compulsive overeaters, compulsive drinkers, sex addicts, drug addicts, those obsessed with aesthetics, television, and smoking. In turn, Cicas argued a current trend that he called “homo consumer” and explained this contemporary trend under the slogan: “consumption, therefore I am” (Tsk5.1, Shapex).


  Pre-service social studies teachers analyzed how teenagers and other young people are lured into feeling the power of communication through messages that sell the ideal life at a global level where the internet is confused with inherent, where cell phones, video games, virtual communities, and the most known brand names are the gadgets and labels to involve them in a deceptive virtual world. Towards the issue of teenagers, participant Edwoso declared that teenagers do not live in a geographical space but in a globalized and interconnected world. Those global adolescents better absorb the media culture and become the most assiduous consumers. He concluded as follows:


  
    During last decade, young people have been converted into the main target of marketing. Global teenagers are the big hope of the economic global system. Elissa Moses, vice-president of the first New York publicity agency Brain Waves, describes the apparition of the young demographic sector as “one of the biggest opportunities to do business of all times.” (Tsk5.1, Edwoso, Shapex)

  


  Participant Edwoso explained how teenagers are the target group of multinational corporations because they are the most malleable customers who create fidelity with specific brand names. Despite geographical distances, cultural and economic differences, and even religious practices, the younger people all over the world live in a parallel universe. This parallel universe facilitates the exchange of same fashions, listening to the same music, sharing codes and preferences, and reflecting the same likes and even dislikes among youngsters despite the fact that they live on the opposite sides of the planet. Those “global teenagers” are reflecting similarities in tastes and pleasures sold by big brand makers from New York, Paris, Hong Kong, Sao Paulo, Cape Town, or Bogotá. Young people meet and fulfill their dreams at malls, “the bastion of consumerism,” as was stated by participant Calix.


  Once we have analyzed the first two subsidiary categories, we can follow up with the third one that reported what ideologies emerge in a group of pre-service social studies teachers as they construct the meaning of texts.


  Resisting the Mainstream: Looking for One’s Place in Society


  This subsidiary category explains what solutions, reflections, and actions participants proposed to resist and, as well, solve the problems detected throughout the two previous subsidiary categories which evidence forms of domination and control.


  Giroux (1988) has established that teachers as transformative intellectuals require combining reflection and action with the intention to empower their students as critical subjects who are not only able to confront injustices but also able to seek a world without “oppression and exploitation” (p. xxxiv). In the following lines, I present how pre-service teachers proposed actions framed into the counter-hegemonic angles that allowed teachers to be critical subjects who combined reflection and action.


  Pre-service students always wrote in the first person. The personal pronoun I is repeated throughout their reflections. I interpreted their used of the first person I as the search for a place in the world that permitted them to understand it from a critical perspective and be conscious of it. Conscientization is a route that opened pre-service teachers’ eyes regarding their inner feelings, assumptions, even biases. The characteristic of being conscious is linked to the capacity to question daily life. McLaren (2003) has contended that to pose questions is more difficult than to answer them. Problem posing is a matter of reflecting continuously about common sense, a matter of “to make the strange familiar and the familiar strange” (p. 189).


  Pre-service social studies teachers gave evidence of “liberating memory” (Giroux, 1988, p. xxxiv) given that they recovered historical events that portrayed continuous struggles of social movements that demanded people’s rights. Moreover, they were social movements that are not resigned to the oppressor determinism but generate resistance processes with the intention to overcome conditions of subjugation. Participants constructed reflections that supported how they tackle liberating memory from an unfamiliar concern.


  
    We, as educators, have to rescue these ancestral values and apply them in the classroom. We have to show our students history from different points of view but creating in them a historical perspective that allows them to see that there is not a unique view of the world because other possibilities exist such as the view which includes ancestral culture. (Tsk6.1, Jomipar, Shapex)

  


  So far we have analyzed the counter-hegemonic ideologies revealed by these transformative pre-service teachers. They criticized power per se, that is, those who use their power to manipulate the population because they realized the consequences of a homogenized public opinion. Moreover, social studies teachers proposed alternatives for struggling mainstream canons into the school setting. Now, we will examine the ideas of pre-service teachers concerning oppression and exploitation generated by the “communication crisis” (Beaugrande, 1997, p. 59), in which common sense is not questioning the mainstream canon of “who is saying what to whom for what purposes” (Eagleton, 2007, p. 10).


  Participants in the study assumed their role as transformative teachers who demanded that education confront the current level of advertisements which controls and manipulates people’s decisions. Mrom used the expression “to awaken the conscious” as teachers, to wit:


  
    As teachers, we need to awaken the conscious of educating children properly. Now, I remember the phrase that I had listened to many years ago: “Educate the child, so that you don’t have to punish the adult.” Nowadays, this is our role as teachers: to teach the facts of life. (VRT3, L188-191, Mrom)

  


  To finish, pre-service social studies teachers, as transformative teachers, were subjects who sought a world without oppression and exploitation. They proposed the school setting as the context wherein they can resist mainstream canons. Pre-service social studies teachers identified themselves as part of the “upstream in the mainstream” (Bahruth & Steiner, 2000, p. 119).


  Taking into account the previous two ideas that explain their concerns about consumerism and their proposals as teachers, I think it is time to unveil pre-service students’ ideologies around the school and education.


  In broad terms, pre-service teachers considered the school as a place of continuous struggle. They developed a critical theory of social education through analysis of the culture, ideology, and authoritarianism as instrumental rationality; in this sense, the nature and purposes of education were starting a new era of appreciation: the search for a society in which justice succeeded despite real conditions of injustice. Giga voices this as follows:


  
    I believe we are in an epoch of barbarism in which, despite our being from the same ancestors, we attack each other mercilessly. As a Social Studies teacher, to face this reality is quite difficult because we educate meaningless values that are imposed; it is more sensible and coherent to teach values from below, from our ancestors, and toward the restoration of respect for the other and respect for the earth. Thus, we can raise awareness within our society which has its own culture and identity. As a consequence, we would not continue emulating European or North American cultures. (Tsk7, Giga, Shapex)

  


  Giga asserted that the teacher’s job is “difficult” and insists on the need to educate by including ancestral values. There was a clear sample as to how a teacher can fight the mainstream because the sample proposes “to raise awareness in our society.” Moreover, Giga promoted analysis of “our culture, our identity” as a way to develop a critical stance in social studies teaching.


  Teachers’ work cannot be limited to the “stupidification” (Macedo as cited in Bahruth & Steiner, 2000, p. 119) of the education in which learners repeat just what their teachers have said previously. The teacher’s mission is the other way around: to empower learners’ learning processes so that they will be able to analyze the status quo of reality. Learners inquire into the world outside them, but they also need to reflect upon themselves. Wilpri’s voice was warning us about this danger of considering the school and teachers to be in a messianic position.


  
    I do not think that I can convert students into absolutely nothing. It is not in my power or obligation to decide if this is good or bad for my students. The only thing I can really do is to provide elements of analysis, and then each student can freely decide. (Tsk6.1, Wilpri, Shapex)

  


  Transformative pre-service teachers became conscious of school possibilities and bestowed special relevance upon the construction of their students’ subjectivity. Wilpri highlighted the need as a teacher to “provide elements of analysis to his students and permit them to ‘decide.’” This kind of pedagogy is contrary to the parrot model that prevails in schools and even in discussions about freedom whereby the teacher establishes the viewpoint.


  Transformative pre-service teachers understood the school as a place in which students have to be challenged in terms of cognition and freedom, a place for choices and liberty. A school should be contextualized with the social necessity for teachers to be masters and researchers. Finally, concerning teachers who teach build up arguments, Jomipar advised us in this perspective:


  
    As we can see, the job is not easy, but neither is it impossible. We do not want for our students to adopt a single position because that would be catastrophic and incoherent. My job is to challenge and generate in them a cognitive conflict which guarantees the construction of new cognitive structures from which they can learn their own reality. Finally, teachers must be researchers who encourage their students to live as critical, creative, and transformative subjects. (Tsk6.1, Jomipar, Shapex)

  


  Transformative pre-service teachers as intellectuals insisted on a sort of school where social inequalities are discussed and also where personal aims are achieved throughout the curriculum (social studies, mathematics, science, arts, languages, etc.). Transformative teachers persevered to instill in their pupils a critical perspective about the current world including when those pupils found something to change, to do it.


  Transformative teachers adhered to the principles of radical pedagogy that reflects on pedagogy as cultural politics where different kinds of subjectivities and types of knowledge are framed by a particular context which answers to specific interests. To understand transformative teachers’ concepts that change their pedagogical practices to radical practices is required for study under an ontological perspective. The transformative intellectual is committed to new concepts and methodologies. Teachers who are called transformative intellectuals require acknowledging errors in the past that caused pain and suffering with the intention of becoming conscious of the historical conditions in which events occur. As a result, liberating memory helps as a warning to comprehend that “people do not only suffer under the mechanism of domination; they also resist” (Giroux, 1988, p. xxxv).


  The three subsidiary categories that attempt to reveal the pre-service teachers’ ideologies which emerge during the construction of text meaning are these: Shattering the Establishment, Perspectives from a Counter-Hegemonic Position: The Case of Mass Media, and Resisting the Mainstream: Looking for One’s Place in Society.


  Habitus: Core of Ideologies Revealed While Constructing Meaning


  The core category that enlightens what ideologies were revealed when pre-service teachers construct meaning is Habitus, a concept developed by Bourdieu (1977) to explain the mechanisms that frame men and women every day.


  
    Habitus, by which [Bourdieu] means the inculcation in men and women a set of durable dispositions which generate particular practices. It is because individuals in society act in accordance with such internalized systems . . . that we can explain how their actions can be objectively regulated and harmonized without being in any sense the result of conscious obedience to rules. (Eagleton, 2007, p. 156)

  


  In this research study I found the core category Habitus throughout the instruments used to collect the data (students’ artifacts and class video recordings). At this point it is important to remember that students’ artifacts and class video recordings were the result of the instructional process whereby they analyzed and discussed issues related to the field of social studies.


  The habitus revealed by this group of students towards the application of Darwin’s theory on the expansion of the U.S. during the latter part of the 19th century and the beginning of the 20th is exemplified as follows:


  
    People often interpret social and political theories according to their convenience because in the field of Social Studies theories are submitted for different interpretations; nothing is fully established in the field of Social Studies. In that sense, the theories are often misunderstood. For example, Bolívar’s ideas are not the same for President Uribe as they are for President Chávez. (Tsk2, Migonz, Prosolvi)


    OK, this is the idea. We consider Darwin’s theory to be too broad. It permits a wide interpretation concerning whatever the perspective is and it is appropriate to cases at hand...whether conquest, power, or expansionism cases. The theory of natural selection is applicable to all of these. (VR1, L102-105, Yesgam)4

  


  Habitus allowed them to categorize as adequate, worthy and right to make use of a theory. Right and wrong parameters in the use of theory were defined as how useful a theoretical framework is vis-a-vis personal needs. A previous excerpt claimed the use of theory with the purpose of legitimizing and protecting someone’s own arguments where personal interests are privileged. These students coincided on the “convenience” pattern in the adaption of knowledge. This sample argued in favor of accommodation of the theory to personal interests, taking into account personal conveniences and intentions.


  Most students revealed their ingrained perceptions, or habitus, towards the role of the newspaper and its responsibility when publishing news. The following excerpts exemplify a generalized perception:


  
    The press has the responsibility of offering reliable and true information; it is an ethical duty. (Tsk3, Stvper, CreActPh)

  


  In this sense, another student claimed the following:


  
    I think that the press is a means of information. The reporter would be limited to informing the public and be responsible for interpretations of reality. The press is responsible for what happens after publishing news. (Tsk3, NatMon, CreActPh)

  


  Both students’ excerpts emphasized the role of newspapers in terms of duties, reliability, and truthfulness as a call for ethical practices. Habitus as the core category opened up possibilities for explaining how pre-service teachers could build a practical scheme of perception and appreciation that would permit them to classify as adequate or inadequate, worthy and unworthy, and evaluate parameters about right or wrong, as we have seen in previous samples.


  The core category Habitus was built on these three subsidiary categories, which were Shattering the Establishment, Perspectives from a Counter-hegemonic position: The Case of Mass Media, and Resisting the Mainstream: Looking for One’s Place in Society. Throughout the identification of those subsidiary categories the core category Habitus was present at all times.


  Next, I focus on the conclusion and the pedagogical implications that I found after the analysis of the data.


  Conclusion


  This research paper discussed the ideologies revealed by a group of pre-service teachers when they are engaged in social, political, and cultural issues through tasks based on texts. The first subsidiary category—Shattering the Establishment—provided facts regarding how pre-service social studies teachers constantly gave evidence of ideologies that inquired into power while simultaneously constructing the meaning of texts. The discussions posed by participants attempted to unveil the manipulation of power in favor of a few. As part of this questioning of the mainstream, participants reflected on the relationship between the English language and power that is used as a tool of domination and homogenization.


  The second subsidiary category which tackled the ideologies revealed by this group of pre-service teachers is From a Counter-Hegemonic Position: The Case of Mass Media. In this subsidiary category, participants inquired as to who informs what, to whom, and with what purposes. As pre-service social studies teachers, they revealed ideologies that resisted any kind of manipulation exerted by means of communication and with special attention to Colombian networks. Texts proposed in the instructional design allowed participants to ask about the current model of global communication where advertising plays a crucial role. Participants were touchy about this subject matter and made public their warnings in regard to advertising due to the reality of the negative consequences of planetary overconsumption, nature, and humanity itself.


  Resisting the Mainstream: Looking for One’s Place in Society, is the third subsidiary category that emerged from the data in this group of 26 pre-service teachers. Giroux (1988) has called on current teachers to act as critical subjects able to propose alternatives to improve this chaotic world. Through this category, I could analyze the tireless search of this group of pre-service social studies teachers who observe in the school system one alternative of changing.


  Participants were conscious of their role as agents of change, as future educators and also as citizens. Their search for a better society started with their conscientization towards the issues addressed. They perceived themselves as teachers that know. As Wink (2005) has asserted, they knew that they knew. This consciousness empowered them as agents of change.


  Pre-service students’ role in society was confronting the status quo. They confronted how mass media manipulate information with the purpose of favoring a few and controlling the population. They perceived current communication trends as a trap that encaged current society and homogenized it. They tackled any kind of domination that exerts oppression over people. Their claims were made from ethical stances whereby their role as citizens was unquestioned and their efforts as teachers could not be postponed.


  Pre-service social studies teachers reveal their ideologies based on their habitus from start to finish whereby the process of the construction of meaning of texts is concerned. In other words, pre-service teachers constructed the meaning of texts based on that internalized system of fixed and acquired dispositions and also on a range of personal possibilities within these dispositions that outlined schemes of perception, thought and action. Students’ personal experiences were developed from the inculcation of social structures into their subjectivity. Thus, pre-service teachers integrated not only their previous knowledge, assumptions, and intertextuality, but also their ideologies that would emerge toward those lasting and transferable dispositions, better known as the core category habitus.


  Finally, the role of pre-service social studies teachers in Colombian society can be understood as one of transformative teachers who, in education, have a cornerstone in the search for an egalitarian society. The role of the school is undeniable given that that institution is the place to fight for freedom, justice, and human and civil rights. As result of this research study, I, as teacher researcher, can say that from now on my pre-service social studies teachers should be called transformative pre-service social studies teachers.


  Pedagogical Implications


  Tasks based on texts are an option to be implemented in those settings where EFL learning is characterized by rejection, boredom or lack of interest. To create a community of inquirers within the English language classroom would engage those learners who do not find in EFL learning a professional or a personal option. As a consequence, during the research experience English classes became the space where students could share reactions encouraged by readings. This experience provided the opportunity for classes to speak, reflect, and interact in the English language.


  Taking into account students’ needs, backgrounds, and interests encourages them to participate effectively in the classroom because it gives them a voice and an active role in their process of EFL learning. Participants in this study had the opportunity to interact with texts related to social, historical, and economic issues, which enabled them to contrast and enrich their own vision of the world through the knowledge of others’ visions.


  EFL teachers have the need to unveil their students’ ideologies or assumptions as regards English and its learning; furthermore, teachers need to design tasks according to the characteristics of their learners.

  


  1Codes used: Tsk# = Number of the task, Shapex = Sharing personal experiences, Prtsk = Pre-task, VRT = Video recording transcription, L = Line(s) of the sample, Prosolvi = Problem-solving task, CreActPha = Creation action phase.


  2Originally in Spanish. Translated by the author.


  3Originally in Spanish. Translated by the author.


  4Originally in Spanish. Translated by the author.
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  This paper looks at a feature of teacher collaboration within Achinstein’s (2002) micropolitics of collaboration but from an intrapersonal perspective. Results discussed feature issues of conflict, borders, and ideologies within each participating teacher rather than between teachers. Unresolved or unacknowledged intrapersonal conflict might lead to interpersonal conflict of the type that does not enrich collaborative efforts. Findings from this study reveal that participating teachers did experience intrapersonal conflicts that fit within Achinstein’s micropolitical framework. These intrapersonal conflicts were not regarded as aberrant or pathological behavior, but as a natural effect of collaboration and growth.
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  En este artículo se analiza un rasgo de la colaboración entre profesores utilizando la micropolítica de la colaboración desde la perspectiva intrapersonal de Achinstein. Los resultados incluyen temas como los conflictos, fronteras e ideologías de cada profesor participante en lugar de los surgidos entre profesores. Un conflicto intrapersonal no resuelto o no reconocido podría conducir a un conflicto interpersonal que no enriquece los esfuerzos de colaboración. Los resultados de este estudio revelan que los profesores participantes sí experimentaron conflictos intrapersonales que encajan en el marco de la micropolítica de Achinstein. Estos conflictos intrapersonales no se consideraron como un comportamiento aberrante o patológico, sino como un efecto natural de la colaboración y el crecimiento.


  Palabras clave: colaboración, conflicto intrapersonal, desarrollo profesional, educación mediada por computadora, teoría micropolítica.

  


  Introduction


  The study reported in this paper focuses on teacher collaboration from an intrapersonal perspective. The study was a facet of a larger project on the design, implementation, and evaluation of two principle research courses in the English language teaching (ELT) undergraduate (bachelors’ level) program in the school of modern languages (FML) of a public university in Mexico. The overall focus was on professional development through collaboration related to the formation of researchers, both teachers and students, in line with the increased focus on research in Mexico and institutionality (Weiss, 2004).


  As part of their five year ELT program, students are required to do a final research project. That and the larger two year project mentioned evaluated the viability of the course design and delivery system based on various qualitative and quantitative outcomes (Kirkwood & Price, 2006; Nachmias, 2002). Such an evaluation generated a number of research topics related to teacher collaboration and course design. One of those topics is the one reported in this paper: the collaboration processes of three teachers, presented below.


  Collaboration and networking have generated an overall increasing interest in different disciplines such as sociology and education (Muijs, Ainscow, Chapman, & West, 2011). Much of this literature in education focuses on the collaboration in schools, between institutions and in communities or groups either in pre-service or in-service teaching education programs which prepare teachers for the reform processes at different educational levels. However, there is a need to study, “the influence of personal relationships on changes in instruction in more contexts” (McCarthey, Woodard, & Kang, 2012, p. 54) and both interpersonal relationships as well as intrapersonal perspectives on these on-going collaboration processes. The sense in which we use the term in this paper is on a micro level: Three teachers working together—within the “teacher professional community” (Achinstein, 2002, p. 421)—representing three levels of experience (25+, 10, and 2 years). This paper will orient the study within the literature on collaboration in academic settings, specifically the dynamics of conflict in such situations and then discuss the collaborative experiences of the three participating teachers in light of this discussion. The data interpretation follows the theoretical framework based on Achinstein (2002) but from an intrapersonal perspective rather than an interpersonal perspective.


  Collaboration in Academic Settings—Conflict, Borders, and Ideology


  Since the mid-1990s, Mexican higher education policies have been fostering collaboration and community building among faculty members for the design, implementation, and evaluation of educational programs as well as for research (Encinas, Busseniers, & Ramírez, 2005). However, it is a common belief among faculty members in this setting and in the wider professional context that reaching consensus in both transformation and research processes is very complex, multidimensional, and often generates disagreements (Dallmer, 2004; Witten, Castiñera, Brenes, Preciado, & Tapia, 2007).


  A significant amount of research in Mexico focuses on macro transformation processes in higher education (e.g., Ibarra, 2002). A search of educational databases, however, uncovered no studies on micro collaboration processes in this national context. In school settings previous international research tends to present a simplified picture of the situation by underestimating the tensions among teachers and administrators during the consensus building processes (Barth, 1990; Hayes & Kelly, 2000; Sergiovanni, 1993) or presenting these tensions as aberrant behavior (Achinstein, 2002; Hartley, 1985; Yeomans, 1985).


  Achinstein (2002), whose research focuses on individuals’ and groups’ use of power to implement change in schools, considers that under-evaluating the dilemmas and conflicts that naturally emerge could ill-prepare participants to be able to contribute to these educational processes. Furthermore, these processes may be blocked, retarded, hindered, or redesigned depending on how participants manage tensions and challenges. Thus, understanding the natural role of conflict (Achinstein, 2002; Fullan, 1993) in education communities and how faculty members, administrators, and students deal with it seems to be an essential component in the discussion on collaboration and community learning.


  Achinstein (2002), drawing on micropolitical theory, found that conflict, borders, and ideology were at the center of issues related to collaboration and community learning and are underrepresented in research on teacher collaboration. She defines conflict as both a “situation and an ongoing process in which views and behavior diverge . . . or appear to be to some degree incompatible” (p. 425). As a result, attempts to foster collaborative commu-nities in educational settings often result in conflict because collaborative practices challenge well-established norms of “privacy, independence, and professional autonomy” (Achinstein, 2002, p. 425).


  Border politics in micropolitical theory refers to processes in which individuals see themselves as belonging to groups and not belonging to other groups. A potential source of conflict in teacher collaboration can come from teachers left out of the collaboration because they are not in the “group”. At the same time that a collaborative community is defined, outsider status is also defined. Conflict between borders can strengthen communities through a common enemy mentality or, conversely, strengthen communities through accepting and incorporating outsider perspectives to expand borders (Chomsky as cited in Achinstein, 2002).


  The third element identified in Achinstein’s (2002) study as underrepresented in teacher collaboration literature is that of ideology. Every teacher possesses her or his own ideology regarding learning and teaching processes, and these ideologies are the sources for how teachers “make sense of their work and ultimately take action” (Achinstein, 2002, p. 427). These ideologies can be synchronized with others in the community or can be at odds with others. Political borders within an educational setting may represent a variety of ideologies, some of which could be compatible and others not—a potential source of conflict.


  However, instead of “pathologizing” conflict as much literature on collaboration does (Achinstein, 2002, p. 449), Achinstein’s (2002) study of two middle schools in San Francisco in the United States revealed that conflict associated with collaborative efforts could be a source of innovation, of allowing new ideas to enter, and creative problem solving. But it has its costs. If the idea of conflict in communities is not acknowledged and used to an advantage, existing political borders can be strengthened and group ideologies within those borders can become more impenetrable, fracturing the community even more. Achinstein recommends that conflict become the focus of inquiry in collaboration and community building and be regarded as an opportunity for growth.


  As mentioned above there is literature on conflict in collaborative settings. However, most of the literature is related to interpersonal conflicts (Achinstein, 2002; Barth, 1990; Hartley, 1985; Sergiovanni, 1993; Yeomans, 1985). What may be underrepresented in the current literature are studies on intrapersonal conflicts resulting from collaborative efforts. This paper attempts to fill this gap, on a micro level, by looking at intrapersonal conflict as a result of teacher collaborative efforts.


  Interpersonal conflicts of the nature of those described in this section were not an issue in this study. However, intrapersonal conflicts, defined as those conflicts within the individual related to the context of this study, are the focus and are examined using Achinstein’s (2002) micropolitical theory framework. All three participant teachers experienced some level of intrapersonal conflict associated with this collaboration as described below.


  Discussion of Collaboration in This Setting


  Three teachers participated in this study. Each teacher represented a different level of experience. At the time of the study Maria (pseudonyms are used for all three teachers) had over 25 years of teaching experience in ELT and teacher training. Olga had ten years in ELT and teacher training, and Angela had two years in ELT. All three teachers had masters’ degrees. Maria and Olga had been working as research partners for at least six years prior to this study. This has relevance to this study because these two participants had already established the trust, confidence, respect, and friendship needed for successful collaborative efforts.


  To understand the above issues, it is important to understand the context of this study. This is explained in the following section.


  Course Description


  The project reported in this paper began in an informal manner in the spring of 2006. Maria and Olga had worked with the thesis seminars for several years and knew that there were serious problems in the FML with students and their research training and academic writing and reading, so they decided to submit a proposal to their faculty research group to investigate issues related to these courses. Angela had not taught the thesis seminars before and asked for Maria’s and Olga’s support. So they invited her to use an online course management system which Olga had successfully integrated the previous year into her thesis seminar course to more formally investigate the efficacy of the course management system to improve thesis seminar outcomes.


  The course was conducted in face-to-face sessions using an online course management program (Yahoo Groups). For the fall semester (Seminar I) classes were six hours a week. For the spring semester (Seminar II) classes were three hours a week. During the fall semester students generally worked on their introductions and literature reviews. This task involved deciding on a research topic, defining research questions or hypotheses, developing, to some extent, a proposed research methodology and reading related literature, and writing these thesis sections. The spring semester generally consisted of writing the methodology, results, and conclusions chapters. This involved also doing the actual instrument design, piloting, data collection and analysis, and presentation of results.


  Face-to-face sessions varied according to each teacher’s style and the students’ needs. The online portion was designed by the three teachers and set up before the start of classes. This part of the course contained all the course administration papers such as the syllabus and course evaluation criteria. This online portion was set up so that it was also a course schedule. Each assignment had its own folder which indicated the due date. Each course folder contained another folder which had the assignment instructions, evaluation criteria, and a model assignment or writing outline. Also within the assignment folder each class had individual folders where students uploaded their assignments. Within each of those class folders each teacher had a “returned papers folder” which was the location for students to retrieve their assignments with teacher feedback. All of these folders were accessible to every member of the group. The online site also had folders of sample writings and useful articles.


  The research project associated with this course consisted of an evaluation of the course based on several data sources. The evaluation was carried out in May 2006 and again in May 2007. The data sources for the evaluations were: from the students—completed assignments, research projects generated by the course itself, completed theses drafts, overall satisfaction, class statistics (average attendance, dropouts and failures, average grades, and so on)—from the teachers—teacher retrospective end of semester project reports (data source for this present paper), a number of resulting conference presentations and journal articles. The results of the first evaluation (May 2006) were used to make changes to the subsequent year and then the course was evaluated again which gave an indication of the success of the course as well as areas for improvement.


  Table 1 presents the other elements in the larger project as well as the investigation of the teacher collaboration (reported in the last row of the table). These findings are reported in the following section.


  [image: ]


  Results


  Micropolitical Intrapersonal Aspects


  Achinstein’s (2002) study proposes that micro-political theory can be used as a framework for understanding aspects of teacher collaboration. As discussed above she identifies three factors that influence collaborative efforts: conflict, political borders, and ideologies. However, those factors are discussed in her study as between people involved in collaboration. Those issues did not exist in this small scale study between the three teachers but rather within each of the teachers to varying degrees. This phenomenon is significant regarding the literature on teacher collaboration because it may be underrepresented and because it is an aspect that affects collaborative efforts as much as the interpersonal aspects noted in Achinstein.


  The following sections present the three teachers’ reflections on these three factors experienced on an intrapersonal level. The reflections come from weekly research sessions between Maria and Olga and from retrospective project reports done by all three participants for the 2006-2007 period of this project.


  Achinstein’s (2002) theoretical framework was used to analyze the data that emerged from the teachers’ weekly meetings and final reports. Thus, the three issues she detected as central to collaboration and community learning—conflict, borders, and ideology—were the categories used for the analysis.


  Intrapersonal Conflicts


  The data, in this study, indicated that these three teachers reported intrapersonal conflicts rather than interpersonal ones. This was probably due to the characteristics of the three participants, their willingness to collaborate, and the context of this specific investigation.


  For purposes of this study intrapersonal conflicts are defined as those conflicts which occur not between participants but within individual participants in response to factors related to the collaboration in this project. Most of these conflicts associated with this project are associated with feelings of inadequacy in the individual when comparing herself with one or both of the others. For example, these two lines one from Olga’s fall 2006 project report and the other from Maria’s fall 2006 project report illustrate the nature of this intrapersonal conflict related to inadequacy:


  
    Olga: I should have worked more on literature reviews.


    Maria: I should have worked more the methodology.

  


  It is interesting that both independently found some weakness to report about their own work. The regret or inadequacy expressed in the statements was based on their comparing their performance with the other teacher’s. Maria and Olga had often discussed this issue in their weekly research meetings. Maria felt that because Olga was at the time working on the methodology section of her pilot study related to her doctoral work, she had a stronger focus on methodology. This was probably an accurate assumption. Almost all of Olga’s students had identified and designed their research methodologies and five of her 23 students had collected their data at the end of the fall semester. This is an action almost never accomplished in the fall semester which is usually dedicated, as mentioned above, to writing the thesis introductions and literature reviews.


  However, as indicated in those two lines above, after talking to Maria and listening to how she worked with her students to help them understand the fine points of literature reviews, Olga realized at the end of the fall semester that she should have done more with her students related to writing the literature review. When comparing herself with Maria and Maria’s class she had feelings of inadequacy in what she did in this respect. As discussed in their weekly sessions Maria’s class worked in groups and analyzed a variety of texts for structure, form, and content related to literature reviews. Many of their classes were dedicated to this task. In general Olga felt that the face-to-face element of Maria’s class was much better delivered than hers was.


  These feelings of insecurity transcend levels of experience. Maria writes that teachers with years of experience do feel insecurities:


  
    Novice teachers often feel that there is a moment in which one stops feeling insecure about one’s teaching, if they only knew that each new context brings new challenges and that feeling of insecurity. One of my colleagues is working on her PhD and I ’m not so, there was a moment in which I felt I was in disadvantage. I started reading, talking to other colleagues especially about research methods. Moreover, I haven’t attended research seminar courses in almost 10 years and although I try to read and attend conferences, I know how important it is to attend continuing education formal seminars on these issues. So, this realization has helped me understand how much I need to learn and organize my time in order to attend research seminars and workshops.

  


  However, Angela’s intrapersonal conflicts were principally associated with her perceived lack of experience. As mentioned before, fall 2006 was her first time teaching the research seminar as well as other courses, so she was aware of her lack of experience. She expresses it in her report:


  
    My lack of experience was my main internal conflict because when your work is exposed online, everyone can notice it. In the beginning, there was a pressure to upload corrected papers and “feel” at the same time that someone was going to look at all your comments to your students. I put a lot of pressure on myself and I worried that I was giving the proper kind of feedback to my students. This isn’t such a crucial element when your work isn’t exposed to everyone else!

  


  It is interesting that Angela expressed this idea of “exposure” in this extract. In discussing this idea, all three teachers came to the conclusion that this kind of collaboration—where one feels exposed—is analogous in a number of aspects to being unclothed in front of your other team members.


  We feel the following experience, while anecdotal, illustrates this situation. Besides her spring 2007 thesis Seminar II Maria also had a thesis seminar which was not part of this current project. Another colleague also had a spring thesis seminar but was experiencing problems related to the course. Maria told this teacher about the group site she was using for her course and gave this teacher access to it. Within just a few days the teacher told Maria that her students did not want to work that way and that she would not participate. However, Maria had given this teacher her own (Maria’s) username and password, so this teacher could have unlimited access to Maria’s group but without contributing anything to the group. Retrospectively Maria regretted giving this level of access to a teacher who declined to participate because Maria now felt exposed, naked, while the other teacher could move around the online site “clothed”. She could see all of Maria’s students’ work, all the assignments, all the feedback, and so on but without exposing any of her own or her students’ work.


  We feel this incident illustrates the nature of this type of collaboration—and it seems supported by the study data. To be able to feel comfortable with this kind of exposure, team members have to have a combination of trust, confidence, and even a certain amount of friendship. But perhaps most importantly there has to be a feeling of reciprocity. Team members cannot feel that they are exposing themselves while another team member is not. Again the analogy of being naked before your colleagues seems particularly apt. Most people are not comfortable being naked in front of others unless it is a situation shared by all members.


  Borders


  In micropolitical theory, borders are described as a defining mechanism for the placement of people and ideas (Achinstein, 2002). The idea is very similar to national borders or any other kind of structure that people and ideas can be put into and seen to differentiate from other people and ideas. Issues of insider and outsider status emerge as borders are defined.


  In the case of this study, Maria and Olga, because they have been working together for so long, had well established political boarders. As Maria described the relationship:


  
    Olga and I have been working together for about 6 years and this certainly helps. We have been reflecting on how difficult it would have been to show all one’s work to someone in our own faculty whom we didn’t trust. As soon as something happens we just talk about it and we find a way to deal with it. Furthermore, Angela was very open and willing to cooperate. So I think we were really lucky.

  


  According to Angela’s comments below, it seemed as if there was a time that she might have been feeling like a sort of immigrant in Maria and Olga’s country:


  
    As the newest in the academic team, I always tried to show a disposition and a positive attitude toward the course. My main internal problem was to provide useful comments, interesting observations, and productive discussions to contribute and feel integrated into the team.

  


  She had this feeling not only about her situation but felt her students could feel in a disadvantageous situation as well:


  
    Another worry was to integrate my students with others from the experienced teachers without feeling in disadvantage. I tried to motivate and encourage them all the time, to forget the situation that they were working with the new “acquisition” [the new teacher].

  


  Surprisingly Angela’s students had indicated that they wanted to participate in the theses oral presentations which the other two groups were doing. However, because Angela experienced some problems and could not participate in the group for the first three months of the spring semester, she felt outside the border again:


  
    Finally, my students wanted to be integrated in the virtual community when presenting their final version of their papers. I decided not to participate because we did not follow the same rhythm in the second course and I did not want to press my students, but they were missing that collective virtual team work.

  


  Ideologies


  Teacher ideologies are probably the most influential aspect of collaboration issues. An ideology is a central frame that each person puts around her or his thoughts, opinions, and actions. What people do and think are based on the ideologies they hold (Jameson, Ferrell, Kelly, Walker, & Ryan, 2006). This is a particularly important concept in any study attempting to understand teacher collaboration. In the case of this study the three teachers’ ideologies overlapped in some instances and diverged in others.


  All three participants shared ideological perspectives in regard to the efficacy of using an online component. All three teachers had experience with online courses and knew the advantages of using this kind of technology. All three also believed that sharing work and experiences would be an incredible asset in their understanding and ultimate improvement of the thesis courses. All three trusted each other and believed in the project enough to make the collaboration possible.


  The divergence in individual ideologies is probably most significant regarding aspects of face-to-face instruction. In Angela’s case, because this was her first time teaching this course, her teaching beliefs for this course were not well established:


  
    Another conflict was the combination of different teaching methodologies for this seminar, which is not another subject; it’s a methodological path to show your students. I wasn’t sure if those chosen ways were the best to follow with the seminar.

  


  Angela modified her ideological stance on face-to-face instruction in response to the online course design:


  
    Before starting this group work, I had different curricula for the course; I had prepared the topics with power point presentations. When I joined to the work online, I had to adjust my materials and adopt the scheduled program.

  


  This kind of openness and willingness to change or adapt (rather than rigidly adhering to personal ideologies) for the sake of the collaborative effort is an example of what acceptance of ideological differences can do for personal, group, and professional growth. If Angela had been unwilling to change her already carefully planned lessons, she might have missed the opportunity to work collaboratively with other teachers and the subsequent collegiality and exposure to new ideas and methods. If this had happened, Maria and Olga, likewise, would have missed working and learning from Angela.


  Recognizing the power of ideological beliefs and making concessions for the sake of collaborative work do not mean abandoning personal creativity and control in the classroom. Angela, Maria, and Olga conducted their face-to-face portions of the course differently based on their own teaching beliefs. However, as mentioned above, all of them struggled with internal conflicts regarding how well they were conducting their classes when comparing themselves with the other. These internal conflicts, challenges of personal exposure, and modifications in personal ideologies may be one source of teachers’ reluctance to participate collaboratively. It is sometimes easier to continue on in ways that are comfortable and familiar however stagnating they may be, than to be faced with having to re-conceptualize existing beliefs and practices (Myers, 1993). Understanding intrapersonal conflicts, borders, and ideologies as threads that construct consensus and collaboration processes in teacher higher education contexts could enhance and deepen our perspectives on these processes.


  Conclusion


  Findings of the collaborative component of this research project have been presented using the micropolitical perspective proposed by Achinstein (2002). Data from retrospective reports were analyzed based on the framework of intrapersonal conflict, borders, and ideology. Achinstein’s study reported the effects of those factors on collaboration from an interpersonal perspective. The study reported in this paper looked at those factors from an intrapersonal perspective. The value in recognizing that participants in collaborative situations or efforts experience intrapersonal conflicts as described in this paper might lead to an explanation or understanding of interpersonal issues that arise from collaborative efforts. In other words, it might be that unresolved or unrecognized intrapersonal conflict leads to interpersonal conflict of the type that does not enrich collaborative efforts. However, understanding and expecting these reactions can possibly contribute to making teacher collaboration of the type reported here more successful.
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  This study aims to investigate how pre-service teachers construct their professional identities from the interplay between participation in a teacher community and their systems of knowledge and beliefs. A group of six Colombian pre-service teachers in the final stage of their five-year teacher education programme were the research participants. Interviews, stimulated recall, and on-line blogs as methods of data collection, and content and conversation analyses as the analytical approaches, were used. The findings reveal that while the process of learning to teach is individually constructed and experienced, it is socially negotiated.


  Key words: Language teacher identity, personal and professional recognition, teacher education.

  


  Este estudio tiene como objetivo investigar cómo los maestros en formación construyen su identidad profesional desde la relación de su experiencia cómo miembros de una comunidad educativa y sus sistemas de conocimiento pedagógico. Los participantes fueron seis maestros de lenguas colombianos quienes se encuentran en la etapa final de formación de su programa de licenciatura en idiomas. Los métodos de recolección de información fueron entrevistas, estimulación retrospectiva y blogs en línea, mientras que el análisis del contenido y de la conversación fueron los enfoques analíticos usados. Los resultados señalan que mientras el proceso de aprender a enseñar se construye y se vive en forma individual, este se negocia socialmente.


  Palabras clave: formación de maestros, identidad del maestro de lenguas, reconocimiento personal y profesional.

  


  Introduction


  The concept of teacher identity (TI) is approached in this paper from two interconnected dimensions: What teachers do and know. The former includes social recognition (community membership), while the latter involves beliefs, motivation, or emotions (cognition). Social recognition is formed or transformed as they become members of a teacher community. Conversely, cognition emerges as a result of their experience as learners (Borg, 2004; Lorti, 1975; Malderez, Hobson, Tracey, & Kerr, 2007). This learning involvement lays the foundations of experiential knowledge, which is later strengthened theoretically as a prospective teacher enrols in teaching education (Johnson, 2009).


  It is argued in this study that teachers take on a new identity as a result of the experience gained in the process of learning to teach. This identity is formed, shaped or transformed as they participate in a teacher community and develop skills and teaching competence which, as argued in this paper, are fundamental in understanding professional identity. These two factors also represent the conceptual framework that underpins this study, and although treated separately for analytical reasons, they are interrelated. To substantiate this claim, this study answered two research questions.


  The first research question concerns how the act of belonging to a teacher community, while doing the final year practicum, forms, shapes, or transforms professional identity. It is argued in this study that a teacher’s role in an institution and the type of relationships that s/he builds inside and outside the teacher community contributes to shaping or transforming identity. We can see this interconnection in the following example. A teacher can hold a teaching qualification, but if s/he is not enrolled in an institution or is not teaching, her/his sense of professional identity could be very restricted.


  The second research question interrogated in what ways the systems of knowledge and beliefs of pre-service teachers were manifested in their teaching practices with young learners. It is claimed that beliefs significantly guide teachers’ classroom goals (Blay & Ireson, 2009; Da Silva, 2005; González, 2008; Phipps & Borg, 2009). By moving into the second major focus of interest in this study, the research methods used allowed a connection to be established between what the research participants thought about teaching and learning—their stated beliefs—and what they did while teaching young learners—enacted beliefs. Observations of classroom interaction followed by explanations by the student teachers about the pedagogical goals they hoped to achieve, allowed the researcher to substantiate the claim that an important step forward in understanding teachers’ beliefs is taken by establishing a comparison between beliefs as concepts and in action (Li & Walsh, 2011).


  At face value, identity is not a fixed property of a teacher but rather a process that evolves, changes, or is resisted as teachers negotiate forms of participation in a teacher community, and consolidate professional and experiential knowledge. This evolution is part of the process of learning to teach. Tsui (2003) defines it as the development of expertise, “in which highly competent teachers constantly set new goals for themselves and accept new challenges” (p. 7).


  TI and Belonging to a Teacher Community


  It has been argued in this study that teachers shape their professional identities by participating in and interacting with other members of a teacher community. Although there are several modes of such participation and interaction, it is commonly found in the literature on teacher education that


  teachers join the profession after being in contact with other teachers and the teaching environment for several years (Borg, 2004; Lorti, 1975; Malderez et al., 2007). It is also believed that this previous experience represents an early mode of participation. Nevertheless, this first affiliation is truly confirmed when a student makes the decision to choose teaching. This early act of belonging is the beginning of a long journey of constructing, sustaining and transforming a professional identity.


  Choosing teaching is argued in this study to be the first foundational act of belonging to a teacher community. Although the meaning of being a teacher evolves as a trajectory that is shaped and transformed as teachers gain experience and professional recognition, the story of how teaching first attracted them is believed to provide some key notions about how professional identities are constructed. More importantly, it can be claimed that it is an early act of professional affiliation, as it signifies the beginning of a professional and personal development journey.


  Clarke (2008) found that family connections, past teachers, and foreign language motivation are among the reasons for choosing teaching. His findings were the result of a two-year research study with 75 women student-teachers in the United Arab Emirates. Families were also found to favour teaching by implicit or explicit encouragement, as well as the influence of relatives who are teachers or former teachers.


  It is also generally accepted that teachers’ practice is importantly guided by the teaching models of their own past teachers (Lorti, 1975). The present author does not accept this argument, but rather conceives teaching as a permanent process of reflection and transformation in which theoretical knowledge, imagination, and sensitivity are fundamental. If teachers merely continue teaching the way they were taught, the possibilities to overcome outdated paradigms and to offer better alternatives for the education of new generations of learners will be considerably reduced. Teacher education programmes and trainers have to assume responsibility in this area. Fettes (2005) stated that:


  
    Teachers need to perceive possibilities beyond the factual, literal, and mundane, and willingly embrace them as part of their professional identity. Thus we see ourselves as embarking, in part, on a campaign to liberate our teacher candidates from their restricted sense of possibility—of themselves, of the curriculum, and of the children they teach. (p. 7)

  


  Affiliation with teaching is not always a straightforward response, and teachers may experience tension with what family or teachers previously induced in them. This could indicate that some teachers may subscribe to the teaching profession without a strong sense of affiliation. This could also explain the increasing rate of early retirement reported in previous research (e.g. Clandinin, Downey, & Huber, 2009; Inman & Marlow, 2004).


  Put simply, there are different ways of being a member of a community and consequently of belonging to it. Newcomers and teachers close to retirement may perceive community membership from very different perspectives. This is a challenge for future teacher education programmes. Going beyond belonging to a community by default, and creating opportunities for teachers’ professional development and growth, is in the hands of teacher educators, trainers, and trainees. The next section explores the connection between beliefs and classroom practice.


  Teachers’ Knowledge and Beliefs


  It has been argued in this study that it is crucial to explore teachers’ systems of knowledge and beliefs in order to understand their professional identities. Although a consensual definition of beliefs is still elusive (Pajares, 1992), this study concentrates on how the participating teachers used systems of knowledge and beliefs to construct their professional identities and whether or not their beliefs converged with teaching practice. “In summary, examining teachers’ systems of knowledge and beliefs fits the purpose of exploring the nature of becoming a teacher in this paper” (Fajardo, 2012, p. 134).


  This paper adopts the theoretical construct of teacher cognition that refers “to the observable dimension of teaching—what teachers know, believe, and think” (Borg, 2003, p. 81). Despite the fact that there is a profound scholarly interest in the interpretation of teachers’ cognition, in this exploratory research student teachers’ beliefs are approached in terms of the way they are manifested in their classroom practice. Fajardo (2013) states:


  
    The language classroom is a natural scenario for understanding pre-service teachers’ pedagogical beliefs. Although theories, beliefs, or attitudes may seem to be rooted in a person’s mind, they are also inextricably connected to context. Consequently, the meanings of teacher and teaching are significantly mediated by the institution or the particular classroom where the teacher works on a daily basis. Put simply, one way to approach beliefs is by describing and explaining some of the actions undertaken in the language classroom. (p. 40)

  


  While studies in teacher cognition have proliferated in the last two decades (Borg, 2006; Peacock, 2001; Santagata, 2005) the question of how classroom interaction contributes to studying beliefs remains unresolved. At face value, teachers’ pedagogical beliefs are closely connected to classroom experience. “Put simply, the understanding of teachers’ beliefs necessarily entails looking at the interactional processes that lie at the centre of foreign language teaching and learning” (Fajardo, 2013, p. 40). This interaction provides a good sign to understand the teacher’s role, which is understood as one side of personal identity.


  Pre-service teachers’ systems of knowledge and beliefs are fundamentally oriented towards the role of culture, second language teaching and learning, second language pedagogy, among some others. Although these core principles do not entirely match what is done in the classroom (Blay & Ireson, 2009; Garton, 2008; González, 2008; Li & Walsh, 2011; Phipps & Borg, 2009), it is important to note that it is beyond the scope of this study to judge the “truth” value of the relationship between stated and enacted beliefs, but rather to attempt to examine how beliefs are used to construct professional identities. Since it is widely accepted that beliefs inform professional practices and that they are resistant to change (Pajares, 2002; Peacock, 2001), a source of disagreement arises concerning what teacher education can do in order to overcome misconceptions, for example, about teaching and learning.


  The debate around how inflexible beliefs are and what role education plays in changing them challenges many previous research findings about teachers’ beliefs. Phipps and Borg (2009) set a positive tone, proposing the need to look at teachers’ beliefs beyond merely understanding their levels of convergence with classroom practice. Instead, they propose the need to “explore, acknowledge and understand the underlying reasons behind such tensions” (p. 338). This perspective opens new possibilities for future research in the field of teacher cognition.


  The Study


  Research Questions


  The research questions that guided this exploratory research are:


  
    • How does the act of belonging to a teacher community, while in the final year practicum, form, sustain, or transform teacher identities?


    • In what ways do the systems of knowledge and beliefs of pre-service teachers manifested in their teaching practices with young learners reflect the teachers’ identities?

  


  Context


  This study was implemented at Universidad Pedagógica y Tecnológica de Colombia (UPTC). A group of six Colombian pre-service teachers in the final stage of their five-year teacher education programme were research participants (three females and three males). Their identities were protected using pseudonyms: Christine (C), Julie (J), Sarah (S), Andrew (A), Jacob (J), and Nicholas (N). They were prospective primary school teachers in their final training stage in the foreign language programme. The sampling process started by inviting them to answer a short questionnaire concerning their potential interest in taking part as research participants in the study. Eighteen students out of twenty-two answered in the affirmative. The researcher wrote their names on strips of paper which were then placed in a bag, and randomly selected six who were chosen as research participants. They were informed in more detail about the aims, methodology, and expected outcomes of the study. A formal written consent form covering audio and video recording, transcription, translation, and publication was signed.


  Method


  A qualitative approach was used. The data were collected over a four-month period during the final year of the participants’ five-year primary school level language teaching Bachelor of Education degree programme in Colombia. Concerning research methods, interviews, stimulated recall (SR), and on-line blogs were used. It was also believed that the convergence and corroboration of findings from a multi-method perspective could provide a more grounded evidence for discussion and conclusions. Of the three methods used, two were in direct interaction with the researcher (interviews and SR), and one took place in a more personally-oriented process of reflection (on-line blogs). The data were gathered through a series of professional dialogues during the teaching practicum, as well as video-recordings of on-going lessons. Data were transcribed verbatim and then categorised and coded through the identification of themes, which are cross-referenced using the three methods of data collection.


  The process of data analysis focused on themes that were manifested in the data. The analysis followed the principle of letting the text talk and not attributing meaning that was not reflected in the data. Interpretation was then supported with textual evidence. Excerpts were coded to fit into a set of categories identified. Each excerpt is displayed in the next section of this paper, including the name of the research participant and the method used.1


  Findings and Discussion


  This section of the paper is divided into two parts. Firstly, findings with regard to the role of a teacher community in forming, sustaining, or transforming TI were analysed. Secondly, the connection between pedagogical beliefs and classroom practice and the development of teacher identity were explored.


  This analysis begins with the interpretation of some of the reasons that underpinned the research participants’ decisions to choose teaching as their profession. Although their senses of identity evolve later as complex constructs involving the interplay of several factors—teacher education, experience, and professional development, among others—this early act of belonging to the teacher community illuminates the way they conceived themselves as student teachers. Why did the student teachers decide to choose the teaching of languages? Who helped them make such a decision? To what extent did they align to teaching after some years of teacher education? The answers to these questions will be scrutinised in the following excerpts.


  Andrew wished to study languages, although it was not his first choice. The researcher learnt that he started studying industrial design, something that had attracted his attention long before. He soon realised that it was not what he wanted. Although he was not very motivated towards teaching children, his choice was especially guided by the fact that the Foreign Language Programme provided him with the opportunity to study three languages: English, French, and German. His family played a significant role in his decision. In Excerpt 1(a) below, Andrew explained in the interview the reasons he had for choosing teaching.


  
    Excerpt 1(a)


    11. R: Your mum is a teacher (pause). Is she not?

    12. A: Yes, she is.

    13. R: In what subject?

    14. A: She is a psychologist. She teaches psychology.

    15. R: The fact that your mum is a teacher (pause),

    16. did it influence, to some extent, your decision

    17. to become a teacher?

    18. A: My mum loves pedagogy (pause).

    19. She always said to me that it was a good career.

    20. She warned me that teaching children was not an

    easy job

    21. but, I do not regret having made the decision.

    (Andrew, I)

  


  It is clear that his mother played an implicit encouraging role, although he later recognised that it was his “decision” and clarified that he had “no regrets” about it. The act of becoming a teacher began for Andrew some time before his application for his undergraduate course (lines 18-19). That repeated explicit advice about the professional benefits of teaching might have influenced his choice. His mother not only encouraged him to choose teaching but warned him about the hard work that “teaching children” involves. Thus, these data illustrate that Andrew’s choice was not only directed towards teaching but to teaching young learners specifically. The decision to become a primary school level language teacher was also signalled as a “good career” by his family. In Excerpt 1(b), Andrew provided some more insights about his professional decision-making.


  
    Excerpt 1(b)


    176. R: OK. Andrew if you had the chance to go back

    four or five years to the time you made the decision

    to become a language teacher,

    would you make the same decision again?

    177. A: My decision to study languages was

    determined by financial issues (pause)

    my parents could afford neither the tuition fees

    nor accommodation for me in Bogota,

    it would have been much more expensive.

    If I had a second chance

    I would opt for translation and interpretation.

    (Andrew, I)

  


  Choosing teaching was strongly determined by financial reasons and because his family was unable to support him, language teaching became a “good career.” Apart from the explicit encouragement of his mother, the family budget also played an important role in his choice of teaching as his profession. However, after a five year teacher training process, he wondered if language teaching was ultimately what he wished to do (“If I had a second chance I would rather go for translation and interpretation”). In short, what Andrew seemed to say here is that although he followed his mother’s advice and was aware of his family’s budget constraints, he also bore in mind that he might have preferred a profession in some other linguistic-related area. Here, the data suggest a divergence between what Andrew’s family advocated and the way he sustains this professional orientation.


  The stories reported by the student teachers revealed the influence of their former teachers in their decisions to choose teaching. The connection between experiences of being taught in the past and the wish to become a teacher seemed to be strong (see, for example, Danielewicz, 2001; Johnson, 1995). It is apparent from the data that teachers provided models to either imitate or surpass. What teachers did as result of their daily practice, behaviour, discourse, or subject knowledge, for example, seemed to have had an impact on the aspirations of all the participating teachers, either positively or negatively.


  Christine made the decision to become a language teacher because she thought it was a great profession. Her first contact with the English language was in her third year at primary school. Her teacher taught her basic things such as numbers and children’s songs and she has loved English since then. She was aware that languages would give her a better chance of travelling abroad and of realising more of her personal and professional potential. Excerpt 2(a) illustrates the role of past teachers for choosing teaching.


  
    Excerpt 2(a)


    38. R: OK, primary school. Any special memory

    from that time?

    39. C: Uhm...primary school. There are surely

    things that had a huge impression on me.

    I would say the games and classmates.

    If I met them I would still

    remember a lot of things.

    40. R: Any special memory? I mean a teacher,

    somebody special because of her

    attributes or the way she treated students?

    41. C: Oh yeah. My second year teacher was an

    extraordinary and tender person.

    I would like to be like her. I loved the way

    she taught. She treated us with affection.

    Some people think that it is counterproductive to

    treat kids with lot of affection but in my opinion

    that is not true. I loved her. So I decided to choose

    teaching because of her.

    (Christine, I)

  


  Christine explained in the interview how her enthusiasm for teaching had begun a long time ago, in her “second year” of primary school. She was also inspired by a teacher who had been able to awaken in her an early motivation to teach as well as her capacity to understand that teaching is also a matter of emotion (Line 41). Feelings of tenderness and affection resulted in an enduring image of this primary school teacher and established a model to follow. Christine was also against opinions that indicated there were counterproductive effects from treating kids with affection was not true. Christine directly explained that her decision to choose teaching was rooted in the impact that her primary school teacher had had on her. She not only included the emotional dimension of teaching but added another dimension that may clarify what she meant by an “extraordinary” teacher. Pedagogy is then represented as an important constitutive feature of her happy learning experience. The data here show a clear congruent relationship between the model provided by her former primary school teacher and Christine’s decision to choose teaching. In Excerpt 2(b), Christine reflected on teaching models that were not inspiring.


  
    Excerpt 2(b)


    357. R: OK. Let’s talk about the university.

    How do you judge the quality of teaching at

    the UPTC?

    358. C: Uhm. (pause). Right. I think my language teachers,

    I mean my teachers of English and French, were

    very good. But I also had a teacher who missed

    half of his teaching sessions. When he did turn up,

    he just gave us old silly activity. I asked myself if

    there was no supervision or if he was really

    committed to teaching or why he did not do

    something else instead. He only had a degree and

    since he had a job already, he did not care about

    planning a good lesson.

    (Christine, I)

  


  From the data in this interview, Christine highlighted important considerations about the role of teachers. Their responsibilities and professional engagement became a matter of scrutiny for her. She also called attention to the people who should have been in charge of the school’s academic administration and, hence, wondered what the role of supervision was. Christine also exercised her right to stake a claim for quality in education. It is apparent, therefore, that for Christine being a teacher requires both pedagogical knowledge and professional development. Christine introduced a contentious debate in education: the teacher’s commitment. Although she did not provide further details about this particular teacher, she claimed to be responding to a fundamental critical sense of the social and ethical meaning of teaching. Thus, her teachers provided her with models to imitate, on the one hand, and on the other, to surpass.


  The role of past teachers as inspiring models has been illustrated in this section. While affection and tenderness were directly understood as essential characteristics to be followed, a teacher’s lack of professional commitment was mentioned as a model to surpass. In short, the findings show here that teachers provide inspiring and non-inspiring models which seem to affect pre-service teachers’ decisions about choosing teaching. However, the way those models actually influence their teaching practices remains to be explored.


  The findings about the role played by family members in choosing teaching as a profession suggest that relatives and economic factors had a direct influence on the group of student teachers’ decisions to choose teaching. The next category of analysis explores the nature of belonging to a teacher community, which is fundamentally connected to the daily experience of teachers’ work and lives. This entails being in contact with other members of a community and establishing forms of interaction, cooperation, or recognition. Moreover, this does not necessarily presuppose a harmonious environment, and could result in tension related to power or dependence (Creese, 2005). As a consequence, each member of a community negotiates “ways of being a person in that context” (Wenger, 1999, p. 149).


  Learning to teach is characterised by continuous interaction, communication, and social participation within the school community, local educational authority, and broader contexts of professional connection. Teachers’ institutional agendas (e.g., course planning, assessment, or professional development) can then be argued to play a significant role in the process of identity construction. In the context of this exploratory research, pre-service teachers’ practices implies a particular context of conflicting levels of professional recognition due to the fact that they are still under teaching supervision. Being students and teachers at the same time may in itself become a source of tension.


  Pre-service teachers’ experiences included significant events of professional inclusion or exclusion. An example of the latter is provided when senior teachers resisted giving them the status of true teachers. However, student teachers’ direct relationships with school-based mentors (SBM) or supervising university tutors (SUT) provide important insights into explaining the way a teacher community forms, sustains, or transforms professional identity. Excerpt 3(a) below examined these issues.


  
    Excerpt 3(a)


    My three school-based mentors introduced me as the new teacher of English and French today. Nobody used the word pre-service. A teacher even mentioned the stages I had gone through before becoming a teacher. I liked it. (Julie, BgE2)

  


  The social act of being recognised as an authentic teacher made a positive impression on Julie. By being acknowledged as a teacher rather than a student teacher, Julie adopted a professional demeanour, and this helped to shape her sense of professional affiliation. She went on to describe how the SBM explained to pupils what the process of becoming a teacher involved. This particular experience of professional inclusion may contribute to the formation of a sense of professional identity. However, Julie also argued a case for all teachers, including pre-service teachers, to have full participation in all relevant school activities. In Excerpt 3(b) below, Julie mentioned an incident whereby the student teachers at her school were not invited to an institutional meeting.


  
    Excerpt 3(b)


    10. R: OK, Julie and the opposite. What disappointed you?

    11. J: uhm...for example, on Tuesday parents came to

    school to collect the kids’ academic progress

    reports. We were not invited to the meeting.

    The school did not recognise us as teachers.

    We are also teachers and we have the right to

    interact with our kids’ parents.

    (Julie, I)

  


  From the data in the interview, Julie staked a claim for recognition as teachers of their status. She regretted that the institution neglected their right to be fully integrated into school life. Julie wanted the voices of her pre-service teacher colleagues to be heard. This contextual meaning of identity formation suggests that far from being a harmonious process, belonging to a teacher community may also result in tensions of power and dependence. Excerpt 4(a) below expands on this.


  
    Excerpt 4(a)


    I was nervous. Being observed by two supervisors is not the same as being on my own. There were four eyes looking at what I was doing. As I knew that my SUT was also going to grade my teaching, it put me under a lot of pressure as well. (Sarah, BgE2)

  


  Sarah revealed how insecure she felt by being observed by her two supervisors. She then went on to express her feelings of being exposed to judgment (assessment). She also raised some concern about the effects of the evaluation of her teaching by her SUT and the pressure that it put on her. The data seem to confirm here that her professional status as a novice teacher i.e., her teaching effectiveness and achievement was under scrutiny and evaluation. Excerpt 4(b) below sheds some more light on issues of the relationship between pre-service and school based mentors.


  
    Excerpt 4(b)


    34. R: How do you feel about capturing the attention of

    pupils, controlling discipline, and delivering the

    Topic? Are you happy with the results?

    35: S: My experience here was not as good as

    I would have wished because

    I got into trouble

    when the teacher left me alone in the classroom,

    and they took advantage of it and started talking

    and playing. I was trying to figure out how to stop

    their games but I was totally invisible to them.

    (Sarah, SR2)

  


  Sarah regretted her SBM’s absence. She reported a lack of teaching achievement which seemed to be explained by the fact of being “alone” in the classroom. Her status as a pre-service teacher spurred pupils to take advantage of it. Sarah experienced anger and uncertainty about how to rectify the situation. She also portrayed a sense of professional frustration. The data here clearly suggest that Sarah needed support from more experienced colleagues—her SBM in this case. It is a type of thinking which is normal for beginning teachers. Also, it is interesting to note that there is a degree of ambivalence in Sarah’s narrative of affiliation with her SBM. While in Excerpt 4(a) she is concerned because of her supervisor’s judgement and evaluation, Sarah’s perception changed and she then claimed that her lack of pedagogic achievement was due to her SBM’s absence. Although this issue is not explored further in this part of the analysis, it may be the subject of future research.


  The exploration of pre-service teachers’ sense of professional identity showed an appreciation of inclusion and recognition and, at the same time, there was also an energetic rejection of exclusion. Sarah also reported a dual feeling in being judged and assessed by her teaching supervisors, and in explaining her poor classroom performance during her SBM’s absence. This finding may help to explain that gaining the status of teacher community membership is not always an easy or straightforward task.


  An increased awareness of the world emerges in the data as a foundational trajectory that contributes to explaining the act of becoming a language teacher. This is represented in the data in student teachers’ understanding of the role of culture associated with the target language as an empowering teaching skill. By being in direct contact with people, situations, and daily events, they assume that this understanding gives a real chance to improve their communicative competence and their professional profile. Excerpt 5 below examines this issue.


  
    Excerpt 5


    118. R: Right, Nicholas. Are there motivations to become a teacher?

    119. N: Oh, yes. After living in the USA for a while and

    improving my English. I know that I would not

    only have teaching opportunities here but also

    abroad. I am aware that this is a valuable profession

    (Nicholas, I)

  


  Nicholas highlighted how his trip abroad resulted in language improvement and better professional prospects. Although the initial interest of this study is not related to second language proficiency, this is an important domain in the construction of language teachers’ identities. The data clearly suggest here that Nicholas had developed a sense of intercultural awareness which contributed to facilitating his own sense of professional alignment. The emerging reality of second language proficiency is also referenced in the account given by another research participant.


  Target language competence is represented in the data as pre-service teachers’ beliefs about subject matter knowledge and its pedagogy. The participating teachers argued that living in a target language community and learning from its people and culture, for example, is an enriching experience which also contributes to improving the language competence and consequently the teaching skills. In what ways do target language competence and its pedagogical knowledge correlate with classroom practices? The next excerpts explore this answer.


  
    Excerpt 6(a)


    520. R: So how to teach a foreign language then?

    521. J: I think that teaching another language is a question

    of pushing students to understand it.

    If I had to stand on my head, draw a picture,

    or do some mime, I will do it.

    I will do whatever is needed

    in order that they learn the language.

    I do not want them to translate for example.

    I expect them to produce, to feel confident

    that they are making progress.

    (Jacob, I)

  


  Jacob exhibited a clear awareness of the use of available didactic resources with the intention of helping students understand rather than translate, for example. These core principles in Jacob’s pedagogical knowledge of the subject matter offer a well-grounded conception of the role of teachers in the language classroom. He also built up a coherent rationale of expected learning outcomes. Those images of teaching, pedagogical knowledge, and classroom interaction can then be compared with what Jacob did while teaching English to young learners. How do pedagogical beliefs correspond to classroom practice? This answer is explored in Excerpt 6(b) below (See Appendix for a list of the transcription system).


  
    Excerpt 6(b)


    The topic of the lesson is “parts of the house.” The teacher is delivering a two hour lesson to a mixed 4th year group. Students are organised in six rows. He stands at the front of the classroom. Students are following him attentively.


    01. T: tenemos

    ((we have here))

    02. ↑kitchen (0.4)

    03. a donde por lo general está la estufa (0.1)

    La nevera (0.4)

    ((where we generally have the stove the fridge))

    04. hasta el lavaplatos (4.0) # he draws on the board #

    ((even the sink))

    05. el lavaplatos (0.3)

    ((the sink))

    06. ↑kitchen (0.4)

    07. ↑y tenemos(.)

    ((and we have))

    08. ↑living room (0.8)

    09. ésta es la casa de mi abuelita ↑no (0.2)

    ((this is my granny’s house, right))

    10. entonces mi abuelita (0.4) tiene

    ((so my granny has))

    11. in the living room

    12. tiene (0.5) tiene # he draws on the board#

    ((she has she has))

    13. a↑picture # he draws on the board #

    14. tiene un cuadro acá (1.5)

    ((she has a picture here))

    15. tiene

    ((she has))

    16. ↑a picture (2.0) she has a picture

    (Jacob, VRL1, 00: 06’: 25”)

  


  Jacob used an extended turn (from 01 to 16) to introduce vocabulary about the house, which was the topic of the lesson. He drew a picture of each new word on the board in an attempt to help students decode its meaning. Although the teacher made creative use of drawing as a pedagogical resource, in terms of target language exposure and interaction, there was no interaction between the teacher and students or among the pupils, for example. The mother tongue almost entirely dominated communication in the classroom, with occasional code switching into the target language which was minimised by the teacher’s clarification in Spanish (Line 14)—language 1. Although English was used meaningfully at the end of his turn (Line 16), the lesson at that particular moment reflected that the mother tongue was the main means of instruction, which seems to contradict his belief about the use of the target language with interactional and learning purposes. What is the effect of retrospection to explain what happens between stated and enacted beliefs? Excerpt 6(c) helps to unveil this issue.


  
    Excerpt 6(c)


    174. R: Let’s talk about the use of Spanish and English.

    Has it gone according to what you planned?

    175. J: No, it has not. In fact, I planned to use

    many more commands, to speak more English

    and to use less and less Spanish.

    176. R: But it is not precisely what you are doing.

    What happened then?

    177. J: You are right. Now I am aware that there was too

    much Spanish and little English.

    I have to use more English and progressively

    less and less Spanish in the lesson.

    178. R: So, your idea is to increase the use of language two

    and reduce Spanish?

    179. J: Yes, you are right.

    (Jacob, SR1)

  


  Jacob also noted the restrictive use of the target language. Jacob introduced an interesting topic of discussion regarding the relationship between the lesson plan and the implementation of it. The data show clearly that this belief did not align with his classroom practice while he was teaching English to young learners. Despite the importance of using relevant didactic strategies in order to help students understand and interact in the target language, no congruent connection was observed between Jacob’s pedagogical knowledge of the subject matter and his interactional directions adopted in the language classroom.


  This analysis raises some interesting questions concerning how the research participants’ beliefs about knowledge of the subject matter and its pedagogy correlated with classroom practice. Although these findings are not conclusive, there is clearly a need for further research and exploration. Student teachers’ discourse reflected beliefs about the role of primary school teachers. Those beliefs are considered in this paper as a form of constructing the meaning of teaching which is grounded in personal experience. They are used to illustrate how the participating teachers understand educational principles, and how those principles could contribute to forming, sustaining, or transforming professional identity. Excerpts 7(a), (b), and (c) add on the analysis of the connection between believing and doing.


  
    Excerpt 7(a)


    I think that a teacher needs to be a multifaceted person. For instance, a clown, like in this situation when I am painting my face. I am also a counsellor when I advise them to behave properly or to be quiet. I become a kind of daddy or mummy at times when they ask me to take them to the toilet. I am also a nurse when they fall down. (Nicholas, BgE3)

  


  Nicholas showed self-awareness of the role of a primary school teacher as a multifaceted professional whose responsibility goes beyond pedagogical duties. He mentioned distinct aspects of the relationship with pupils and alertness to their needs. These situations where a teacher has to go beyond the teaching domain seemed to cause a great impact on his own understanding of teaching and, consequently, in creating a notion of professional identity. The findings are not conclusive here, and further research would be needed, but the connection between Nicholas’ belief and his classroom practice is explored in Excerpts 7(b) and (c).


  
    Excerpt 7(b)


    The teacher is kneeling down on the floor. He is teaching a lesson to a mixed nursery class. He is using some face-painting while he teaches some vocabulary with regard to “parts of the face.” Students are sitting on the floor in a kind of semi-circle around the teacher.


    01. T: I have ↑thi::s colour (0.6)

    # T shows a box of face-paints to Ss #

    02. S1: jis [colour]

    03. S2: [ye::s]

    04. T: re::d

    05. Ss: re::d

    06. T: red yeah (0.2) i have red (0.3) and i have my (0.5) ↑e:::ars

    07. Ss: ears(.)

    08. T: ↑e::ars (0.2)

    # he takes another box of face-paints #

    09. S3: e:::ars

    10. T: and i’m gonna paint (0.2)↑my=

    12. S1: =profe tengo chichi

    ((teacher, I have to go to the toilet))

    (Nicholas, VRL2, 00:18’: 27”)

  


  There is an image of a dynamic classroom with a teacher who was determined to engage learners in a creative process of language learning. Nicholas created a relaxing atmosphere by facilitating a suitable classroom arrangement with students sitting on the floor. By painting his face as a clown, he appeared to be a resourceful language teacher who designed his lesson imaginatively. The flow of the lesson then suddenly changed because of an extra pedagogical demand. This particular requirement changed the direction and focus of the lesson at that moment. What is the teacher’s explanation for such a commitment? Excerpt 7(c) explores this fact.


  
    Excerpt 7(c):


    240. R: That double condition of being a daddy,

    and a teacher, especially at this nursery level.

    How do you assume this role?

    241. N: Well. I once read in a newspaper a story by

    Quino about teachers.

    A boy asked a teacher “What do you do?”

    and he replied: I am a doctor, a solicitor, an

    explorer, a scientist, a judge, a daddy, a mummy, a

    nurse, a policeman, a fireman, a gardener, biologist,

    and so on. And that is truly what a teacher does.

    242. R: How important is this for a teacher?

    243. N: Very, very important. I think a teacher needs to

    make thousands of faces, to have thousand personalities.

    It also involves assuming a dictatorial role at times.

    (Nicholas , SR2)

  


  Nicholas showed full awareness about the meaning of becoming a primary school language teacher. He paraphrased Quino’s2 illustrative message about the meaning of being a teacher. This metaphor allowed him to explain what was going on during the lesson and the way he understood the role of primary teachers. The data here clearly show a strong congruent relationship between Nicholas’ stated belief about the multifaceted roles played by teachers and what he did in the language classroom.


  The connection between student teachers’ systems of knowledge and beliefs and their classroom practice has been explored in this second category of analysis. While target language competence offers an interesting dimension, constructing the meaning of teaching then provides some insights into the role of primary school teachers. Together they provided some of the foundations for understanding the process of learning to teach and consequently adopting a new identity as language teachers.


  In summary, this paper has explored two basic constructs in the process of becoming a primary school language teacher and consequently in the trajectory of identity construction. Belonging to a teacher community was considered on the assumption that practice and participation have a direct connection with constructing professional identities. The types of connection found between teachers’ beliefs and their classroom practice showed two different realities. While there were significant cases of coherence between beliefs and classroom behaviour, there was also evidence of some incongruent relationships.


  Conclusion


  It is argued in this paper that the consideration of two interconnected domains helps in understanding how teachers construct professional identities: participation in a teacher community and the relationship between beliefs and classroom practice. Firstly, the study found that a teaching community plays a fundamental role in forming, sustaining, and transforming professional identities. Choosing teaching appeared to be socially driven by family influences and past and present teachers as well as economic factors. Although the participation of a new member within a teaching community was characterised by tension in relationships with senior teachers and supervisors or difficulties in terms of, for example, cooperation or team-work, the participating teachers generally adopted a sense of community membership.


  Secondly, the findings suggested two different realities in the connection between beliefs and classroom practice. While there were significant cases of coherence between beliefs and classroom behaviour, there was also evidence of incongruent relationships. One of the limitations of this study is that the meaning of professional identity for pre-service teachers is still under construction. They are at a time when their identities as students overlaps with their identities as teachers. This may suggest that the identity with which the teachers begin their trajectory is quite strongly influenced by past experience. Furthermore, they are permanently supervised and this might restrict the possibility of their acting more independently. Nevertheless, the trajectory of constructing professional identity has just begun and there is still a long way to go. Self-reflection and professional development are likely to determine a more stable identity in the future.


  The study explored how the participating teachers constructed the meaning of becoming a teacher during the last stage of teacher training—the practicum. This necessarily involved looking retrospectively at their biographical stories in order to gain a better understanding of their previous experience and motivations to follow a teaching career. Future research should be conducted over a longer period of time in order to gain an in-depth understanding of this process. To do this research, data could be gathered at different stages of a teacher education programme in order to get more insights into the factors contributing to forming, shaping or transforming professional identities. Additionally, data could be gathered from formal and informal events where the participating teachers have to participate and interact on daily basis.

  


  1Labels include: I (Interview), R (Researcher), SR1 (Stimulated Recall 1), BgE3 (Blog Entry 3), and VRL1 (Video Recorded Lesson 1).


  2Joaquín Salvador Lavado, better known as Quino, is a Spanish-Argentine cartoonist. His comic strip “Malfalda” is very popular en Latin America and Europe.
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  Appendix: Transcription System


  The transcription system is taken from Walsh (2006) and adapted from van Lier (1988) and Johnson (1995).


  T: Teacher


  L: Learner (not identified)


  S1, S2, etc.: Identified learner


  /ok/ok/ok/ overlapping or simultaneous utterances by more than one learner


  [do you understand?]} overlap between teacher and learner


  [I see]


  = Turn continues, or one turn follows another without any pause


  ... Pause of one second or less marked by three periods


  (04) Silence; length given in seconds


  ↑ Rising intonation—question or other


  CORrect emphatic speech: Falling intonation


  ((4)) unintelligible 4 seconds: A stretch of unintelligible speech with the length given in seconds


  Andrew: Capitals are only used for proper nouns
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  This article reports on an action research project conducted with six ninth grade students in a rural public school in Colombia. The purpose of the study was to determine how the implementation of three reading strategies (skimming, scanning, and making predictions), when reading topics selected by learners, helps them to improve their reading comprehension and promotes their autonomy in the learning process. The results show that these learners developed some autonomous features such as making decisions for learning and doing assigned homework, increasing reading awareness and motivation. Additionally, the training on reading strategies allowed them to succeed in their reading comprehension. We conclude that these reading strategies are tools that take learners along the path of autonomy.


  Key words: Autonomy, motivation, reading, reading strategies.

  


  En este artículo se reportan los resultados de un proyecto de investigación-acción llevado a cabo con seis estudiantes de noveno grado en un colegio público rural. El propósito fue determinar el impacto de tres estrategias de lectura en inglés (identificar información específica, entender la idea principal y hacer predicciones) en la promoción de la autonomía y la compresión lectora. Los resultados evidenciaron que los estudiantes adquirieron algunos rasgos de autonomía, tales como tomar decisiones para aprender y hacer sus tareas asignadas, ser más conscientes de su proceso de lectura y estar más motivados para el aprendizaje. Así mismo, la capacitación referente a las estrategias de lectura les permitió mejorar su comprensión lectora. Se puede concluir que estas estrategias son herramientas que le sirven al estudiante para su formación en autonomía.


  Palabras clave: autonomía, estrategias de lectura en inglés, lectura, motivación.

  


  Introduction


  This article reports the results of an action research project conducted with six ninth grade students in a rural public school in Gachetá, Cundinamarca, Colombia. The project aims at determining how the development of three reading strategies (skimming, scanning, and making predictions), when reading topics selected by learners, helps them to improve their reading comprehension and promotes their autonomy in the learning process.


  Reading is one of the most vital skills that a person can acquire in his or her life because it is an interactive process which allows the reader to access information about the latest achievements of science and technology and transform it into knowledge. Reading in English will help the learner to get updated and in contact with knowledge regarding many issues such as agriculture, culture, economics, politics, tourism, and telecommunications. Moreover, reading in English is essential because people depend on the internet for information. An important aspect when dealing with English in Colombia is that students in state and private schools must take the Saber PRO exam in the eleventh grade in order to access higher education and the English component of this exam is based mainly on reading comprehension. However, we noticed that the students in our target group faced a variety of difficulties while reading in English. Even though they were expected to understand the main idea, make predictions, and identify specific information in a text, they could not do it. This was mainly due to the fact that they did not apply any strategy while reading in English and their reading skills were elementary. Consequently, we considered it useful to give them practice that helps them to develop three reading strategies (scanning, skimming, and making predictions) that can promote autonomy. In addition, the learners were asked to select topics of their interest before we implemented the training program. The main purpose was to help them become effective and efficient readers as well as autonomous learners in terms of making decisions about their learning. With well-developed reading skills, learners would be expected to make greater progress and accomplish better results in their academic subjects.


  Another important aspect to highlight regarding reading is its social dimension because reading operates in a social context. Wentzel (1996) supports this idea when reflecting on the importance of the social aspects of reading. Her position focuses on the fact that learners read for social reasons because they construct and share the meanings gleaned from reading with friends and family. By doing this, students in rural settings are able to learn by themselves, particularly by checking information about their work in the countryside. For instance, they can find new ways of managing and operating the farms for more effective cattle raising strategies, how to process and grow agricultural products like coffee, bananas, sugar cane, blackberries, and pineapple. Thus, applying these reading strategies will better help them to read effectively in English in order to broaden their perspectives about their quality of life; for example, to become better farmers, housewives, and merchants in the future because they will be able to read and keep updated about their environment and their living conditions.


  Theoretical Framework


  This study is based on the following theoretical constructs: autonomy, motivation, reading, and reading strategies.


  Autonomy


  Autonomy is a relevant issue nowadays because we live in a society which is constantly changing day by day. Therefore, education must deal with those challenges it brings, which means that educators must provide learners with the appropriate strategies to be proactive. Autonomy has become a key issue in today’s world, particularly because it offers learners the possibility of modifying and transforming their lives according to their needs. As a consequence, it is advisable that learners become aware of those new challenges that society presents and to be able to make their own decisions in their learning process. They must have the tools and skills to become responsible for their own duties by taking control of the process and finding the motivation to succeed.


  The aforementioned features of autonomy will empower them to integrate themselves successfully in any context. Little (1991) supports this idea when reflecting on the importance of autonomy, defining it as the capacity to reflect critically, to make decisions, and to act independently. Autonomy refers to the way the learner transfers what he/she has learned to different contexts. Furthermore, Holec (1981) states that individuals must develop the abil-ities that society demands, and those abilities enable them to take more responsibility in solving the new challenges of the society they live in. Reflecting on the same issue, Dickinson (1995) highlights that autonomy is an attitude toward learning in which students are equipped to take responsibility for their learning. Also, Dickinson (1995) states that there is a link between autonomy and motivation due to the fact “that learning success and enhanced motivation are conditional upon learners taking responsibility for their own learning, being able to control their own learning and perceiving that their learning success or failure are to be attributed to their own efforts and strategies rather than to factors outside their control” (pp. 173-174). Consequently, Dickinson outlines that motivation is a condition for learners to become autonomous learners.


  Motivation


  We viewed motivation as a key factor to undertake a reading process, especially since our target group was particularly unmotivated to read and carry out their homework. The latter was considered a key point in this context since the learners had only two hours a week of class and homework allows them to practice and build up autonomy. We believed that the promotion of reading strategies as well as giving learners the opportunity to select reading topics by themselves would provide the motivation they needed to carry out the reading process in a meaningful way. Authors have stated that reading challenges can be overcome more easily if students are highly motivated to read. As Guilloteaux and Dörnyei (2008) note:


  
    Motivation provides the primary impetus to initiate second or foreign language learning and later the driving force to sustain the long and often tedious learning process. Without sufficient motivation, individuals with the most remarkable abilities cannot accomplish long term goals. Also, appropriate curricula and good teaching are not enough on their own to ensure student achievement. (pp. 55-56)

  


  Similarly, Guthrie, Wigfield, Metsala, and Cox (1999) carried out two studies to explore the relationship between reading and motivation. They found that motivation had a major impact on reading comprehension, providing the best single explanation for reading performance. Motivation was also the strongest single factor predicting the amount of reading done by students (Guthrie et al., 1999).


  Reading


  Reading is an interactive process in which the reader gives sense and meaning to the issues he or she gets in touch with. Alderson (2000) defines reading as a “process of interaction between a reader and the text” (p. 3). In the same spirit, Nunan (1999) states that reading is an interactive


  process that involves the exploitation of linguistic knowledge (sound, symbol correspondences, grammatical knowledge) and real-world (content) knowledge. He outlines that skilled readers have a range of strategies at their disposal and select those strategies that match the purposes for which they are reading.


  Nuttall (1996) states that reading is the process of “getting out of the text as nearly as possible the message the writer put into it” (p. 4). Likewise, she states that effective reading involves “word attack,” “sentence attack,” and “text attack” skills. To her, reading involves not only looking at sentences and words and going through them at random but also recognizing and understanding them intellectually. This helps students to pick up new words, syntax, and writing styles.


  Jiménez (2000) defines reading as “the learners’ ability to interpret or work out the meaning of a written text and react towards it as a result” (p. 10). This means that comprehension is involved in this process. Her main concern is the development or improvement of this ability through the teaching and practice of reading strategies in the context of English as a foreign language (EFL).


  Ríos and Valcárcel (2005) state that reading is an individual process which develops self-study habits. Also, they think that reading is a good resource to have students become conscious of their own learning processes, particularly using reading strategies such as making predictions, skimming, scanning, extensive reading, and intensive reading.


  Reading Strategies


  Carrell (1989) states that “reading strategies are of interest to many researchers as they show how readers interact with the written material and in what way they are associated with text comprehension” (p. 121). Likewise, Cantrell and Carter (2009) state that reading strategies help educators to instruct effectively less proficient readers in their reading comprehension.


  The three reading strategies used in this research were selected because they were basic for our learners to improve their ability to understand and process text. They are defined as follows:


  
    • Scanning has to do with looking for “specific information, for example, the relevant times on a timetable, items in a directory, or key points in an academic text” (Hedge, 2003, p. 195). Williams (1996) states that “scanning is reading for particular points of information. It is a selective reading, and its purpose is to achieve very specific reading goals” (p. 107).


    • Skimming deals with getting main ideas of the text without reading every single word. An example could be previewing a newspaper “by reading rapidly, skipping large chunks of information, and focusing on headings and first lines of paragraphs” (Hedge, 2003, p. 195). Nuttall (1996) defines skimming as:

    glancing rapidly through a text to determine its gist, for example in order to decide whether a research paper is relevant to our own work . . . or to keep ourselves superficially informed about matters that are not of great importance to us. (p. 49)


    • Making predictions has to do with making assumptions regarding what the text is about based on the title, images, pictures, or charts and then reading to confirm expectations. Training learners in the use of this skill will ensure their active involvement and make reading easier to practice (Nuttall, 1982).

  


  Method


  We think that reading strategies are a useful tool to foster learners’ reading proficiency and autonomy. By using this tool, learners will gain meaningful insights about how to make decisions for learning and develop awareness about effective reading, motivation, and responsibility for their own tasks. We allowed the students to select the topics they wanted to read about in order to engage them in the reading process.


  We used qualitative action research because we carried out a pedagogical intervention to solve a problematic situation which we identified through observation of our context. Likewise, in this study we had to analyze the specific situation of the classroom and collect data systematically on our everyday practices and analyze the data in order to identify the problem and make decisions to improve our future teaching practices (Wallace, 2002). We were interested in describing and theorizing about our students’ reading strategies, particularly developing scanning, skimming, and making predictions.


  Therefore, learners were expected to take some significant responsibility for their own learning, responding to instructions and, particularly, being expected to improve their reading comprehension and promote some features of autonomy such as making decisions for learning and setting up goals when reading about topics selected by them.


  This action research project was set to answer the following research question: To what extent does the implementation of three reading strategies (scanning, skimming, and making predictions), when reading about topics selected by learners, promote autonomy?


  By answering the research question the researchers aimed to accomplish the objectives described below.


  Research Objectives


  General Objective


  To determine how the implementation of three reading strategies (scanning, skimming, and making predictions) promotes autonomy in reading when reading about topics selected by learners.


  Specific Objective


  To analyze the effects of student training in the three reading strategies (scanning, skimming, and making predictions) on students’ reading skills when reading topics selected by them.


  Context and Participants


  This study was carried out with a group of six students in ninth grade in a small rural agricultural public school where one of the researchers taught English. There were three girls and three boys aged 14 and 15 years old. These students come from a low socioeconomic background and belong to farming families. The learners’ parents never had the opportunity to go to school, so they cannot read and write. They believe that the farming chores are more important than studying, so learners must help them with the farming duties, particularly milking cows, feeding chickens, cows, horses, cooking the food, cutting grass, and felling trees. Additionally, none of the learners had a computer at home or any other resources such books or dictionaries plus they had to make a big effort to go to school by walking long distances.


  The learners’ English level was elementary because they only had the opportunity to learn it at school. They were particularly strong at writing, but they had serious difficulties with reading comprehension.


  Ethical Considerations


  Participants in this study were volunteers. The main objectives and the activities were explained to them, to their parents, and the school principal through consent letters. The letters were in Spanish in order to avoid misunderstanding and the parents, the group of learners, and the school principal understood each detail of the research project. The participants were told about the implications, benefits, and impact that the research project could have on their academic development.


  Data Collection


  A training program to promote reading strategies was implemented and data were collected from different sources as described below:


  
    a. A students’ pre-implementation, self-assessment checklist to compare with a similar instrument at the end of the implementation to see if the reading strategies have fostered autonomy and to analyze the effects of reading strategies training on students’ reading skills (see Appendix A).


    b. Three questionnaires (one for scanning, one for skimming, and one for making predictions) in order to check if learners have improved their reading skills and have developed autonomy. These questionnaires were used at the end of the implementation of each reading strategy (see Appendix B).


    c. A post-lesson self-evaluation for the teachers in order to see what went well, what did not go so well, what were the lesson objectives, and if the reading strategies had been useful in fostering autonomy.


    d. A students’ post-implementation, self-assessment checklist to see if learners have developed better insights about autonomy in relation to the use of the three reading strategies and also to see if those strategies helped them to improve their reading skills (see Appendix C).


    e. A reading achievement test: This test was necessary to know if learners had improved the process of using reading strategies to foster reading for main ideas and for specific information in a text. The test was administered at the end of the study.

  


  Validity and Reliability


  The information elicited from the five instruments was triangulated to find out if students had improved their autonomy and reading skills through the strategy training program.


  The focus and amount of data obtained allowed us to determine whether or not the research question had been solved. In order to reach reliability, all the data were consistently and systematically placed in categories and subcategories. Likewise, we went along this research project through a number of “checkpoints” to make the research project valid. We had regular meetings to discuss how the project was going on following the “checkpoints.” They included the following questions (Burns, 2010, pp. 130-131):


  
    1. Is the focus of the research the right one?


    2. Is the activity or strategy I am using to change the situation pedagogically sound? Is it of benefit to my students?


    3. Do I need to go back and review my research questions? Do I need new questions?


    4. Am I getting as rounded a picture as possible? Or am I relying on just one source of information that could be biasing what I find?


    5. Am I being objective? Am I seeing things in the data as they really are, rather than how I want to see them?


    6. Are there other people I can collaborate with or consult who might shed new light on my data analysis?


    7. Am I giving enough time to examining the data? Am I too hasty in drawing conclusions without seeing the deeper meanings of the data?


    8. Am I coming to conclusions on the basis of too little evidence? Am I finding enough support in my data for the claims I am making?


    9. Am I claiming too much about the results of the changes I made? Am I suggesting that my conclusions apply beyond my classroom?

  


  Pedagogical Design


  The main objectives of the strategy training program for this project were as follows:


  
    1. Helping the learners to learn how to use the three reading strategies (skimming, scanning, and making predictions) to foster autonomy when reading topics selected by them.


    2. Helping the learners to learn how to improve reading comprehension through the use of the three reading strategies implemented in the project.

  


  In this sense, we were facilitators by providing our learners guidance and reading strategies input to enable them to develop autonomy towards reading. The program integrated 11 sessions of two hours each, which were developed with the learners from February to May, 2012. Appendix D describes in detail the steps and processes that were followed in order to carry out the implementation of the project. The program was organized based on Williams (1996), who suggests that for the effective teaching of reading in the classroom, the lesson should be divided into three consecutive phases: pre-reading, while-reading and post-reading. The first phase, according to Williams, “aims to introduce and raise interest in the topic, to motivate learners by giving them a reason for reading and to provide some language preparation for the text” (p. 37). Therefore, in this phase we provided our learners with the opportunity to explore ideas, knowledge, and personal experiences regarding the readings. This stage is important to activate schemata and to prepare students for reading. The second phase, while-reading, is the most active stage. According to Williams, it enables the students to understand the writer’s purpose, the text structure and to clarify text content.


  In the post-reading stage, the teacher may ask the students about their reaction to the text. For example, the students may answer whether they have liked and enjoyed it, or found it useful or not. This stage is also important since it is supposed to evaluate and examine the output and feedback from the students. In addition to that, the post-reading phase enables the students, according to Williams (1996), “to consolidate or reflect upon what has been read and to relate the text to the learners’ own knowledge, interest, experience or views” (p. 39).


  Data Analysis and Findings


  For the analysis of the data gathered during the implementation, the researchers used the grounded theory approach, which allowed them to generate, build, and interpret the findings following open coding, axial coding, and selective coding. Open coding, according to Stern and Porr (2010), “involves breaking up data into segments, and then collapsing them into one or more conceptual categories” (p. 64). Axial coding, following Cohen, Manion, and Morrison (2007), “is understood as the stage to link categories and codes” (p. 493). Selective coding, based on Cohen et al. (2007), is the stage to establish a core code and to clarify connections between the core codes and other codes.


  After exploring the data gathered and applying the coding strategy to reduce the quantity of information collected with the instruments, two categories and three subcategories related with the research question emerged (Table 1).


  [image: ]


  Fostering Autonomy Through the Use of Reading Strategies


  Data taken from the students’ pre-implementation checklist, the three questionnaires (one questionnaire for each strategy), the post-lesson/self-evaluation report, and the students’ post-implementation checklist supported the fact that most students increased their autonomy, principally by making decisions for learning and doing assigned homework, increasing awareness of the reading process, increasing motivation, and improving their reading skills by using the three reading strategies (scanning, skimming, and making predictions).


  Decision Making for Learning and Doing Assigned Homework


  After the researchers implemented the initial questionnaires and activities, the learners started expressing their interest in learning the target language. They carried out their reading comprehension tasks using the three reading strategies proposed by the teacher and, through those tasks, learned to make decisions about their reading process autonomously. They started taking initiative in order to approach specific activities, such as finding out the meaning of unknown words, locating specific information in a text, finding main ideas in a passage, and relating the content of the reading to their own schemata. By doing this, they felt empowered to carry out their assigned homework on their own and to transfer those strategies to reading effectively in Spanish about other subjects. These features of autonomy led them to be less dependent on the teacher and more focused on their reading tasks. Excerpt 1 demonstrates the process the students followed in order to develop the three reading strategies for fostering autonomy.


  
    Excerpt 1


    Teacher:1 Do you do your activities or tasks with responsibility, interest, and commitment? Yes or No? Why?)

    Student A: Yes, because responsibility is essential to become an independent and successful learner.

    Student B: Yes, because it is a responsibility which has been given to us and we must carry it out.

    Student C: Yes, because it is important to do our tasks to learn more into the future.

    Student F: Yes, because if we do not do the tasks, we will not learn, practice helps us to learn. (Questionnaire on scanning)

  


  Little (1991) mentions that when defining autonomy, one must take into consideration some aspects such as the capacity learners have to work on their own, their responsibility, and their ability to make decisions for learning. After students practiced the use of the three reading strategies, they realized the usefulness of these strategies to aid in making their own decisions in their learning process, developing responsibility and commitment.


  Decision making for learning and doing assigned homework was identified by the researchers as a key finding due to the fact that learners started acquiring more determination and initiative towards reading, and there was more enthusiasm when they used the strategies taught in class. As a result, they were more committed to doing their homework:


  
    Excerpt 2


    At the beginning of the reading process, learners were worried about the use of the reading strategies. After training in their use, learners felt with more initiative and open-minded for reading; they followed instructions carefully for the development of skimming strategy. Likewise, they could participate more actively in class. (Post-lesson self-evaluation report, skimming)

  


  Increasing Reading Awareness


  The second subcategory came up as another way in which learners developed their autonomy. During the process of the implementation of the three reading strategies, learners became more conscious of their reading process through the use of the strategies taught. As a result, they were more open-minded and reflective regarding how to use and apply the reading strategies to promote their autonomy. After the implementation of the strategies, all the students agreed that their process was better when using reading strategies.


  As mentioned in the theoretical framework, Dickinson (1995) states that autonomy is an attitude toward learning in which students are prepared to take responsibility for their learning; therefore, having this responsibility toward learning increases their awareness of their learning process. This was done through the students’ training in the use of the reading strategies. Excerpt 3 demonstrates the importance given by learners to their reading process, particularly increasing awareness about the use of the reading strategies to foster autonomy.


  
    Excerpt 3


    Teacher: Do you think that the skimming strategy implemented in class is useful for you to use in other contexts? Yes or No? Why?

    Student A: Yes, I have put it into practice in the other subjects, and I have seen better outcomes.

    Student B: Yes, because I am more conscious about how this strategy works in other subjects.

    Student D: Yes, this strategy is useful for me use in other subjects to find the correct answer.

    (Questionnaire on skimming)

  


  Promoting Motivation


  Motivation was fostered with the implementation of the three reading strategies (scanning, skimming, and making predictions). This was evidenced by the fact that learners read more easily and faster, and reported that they enjoyed their reading more and that they felt more motivated by going to the question first and then going to the text to find out what they needed to focus on, disregarding vocabulary and words they did not know. They clearly stated that they became more interested in reading with the use of the reading strategies. As a result, learners became more autonomous readers. The following excerpts demonstrate that motivation was promoted with the development of the reading strategies because these strategies allowed the students to enjoy the reading process.


  
    Excerpt 4


    Teacher: Do you feel motivated when you are able to locate specific information in a text in English? Yes or No? Why?

    Student B: Yes, because I like to read when I understand what I read. And this situation engages me to read more.

    Student C: Yes, because I have learned how to locate specific information in a text, thus, I feel more confident towards reading.

    Student E: Yes, because this strategy makes reading more interesting, and it helps me to read more.

    Student F: Yes, because this strategy makes me feel more comfortable to read.

    (Questionnaire on scanning)


    Excerpt 5


    Learners felt comfortable in reading because the reading strategies developed in class allowed them to read easier, faster and more enjoyable. Furthermore, they were able to transfer these strategies to use them in other subjects. (Post-lesson self-evaluation report, making predictions)

  


  These findings are similar to the ones reported by Aguirre and Ramos (2009) after conducting five workshops on reading strategies such as skimming, scanning, and predicting in a semi-distance learning program. The authors found that the use of reading strategies had contributed to the reading process of students. The students’ attitude and motivation towards English changed. Through the teacher’s guidance in terms of how to use reading strategies, students were able to develop metacognitive skills and, as a result, build up confidence and motivation to work by themselves on assigned tasks.


  Improving Reading Performance


  This category emphasizes the importance of the three reading strategies for the improvement of the reading skills. Learners were able to use and apply the reading strategies to read faster, more easily and with increased comprehension. Consequently, they were able to locate main ideas, find specific information in a text, and make predictions. The use of these strategies empowered learners as effective readers and they became less dependent on the teacher than they used to be.


  The excerpt below demonstrates how learners improved their reading process when they implemented the reading strategies.


  
    Excerpt 6


    Teacher: Have you improved your reading skills after the implementation of skimming strategy? Yes or No? Why?

    Student A: Yes, because I have learned several words I did not know before. And I can read faster in English now.

    Student C: Yes, reading has become easier by using skimming.

    Student D: Yes, because I have a better picture of the text now.

    Student E: Yes, because I can understand the main idea of the reading.

    (Questionnaire on skimming)

  


  Finally, and to support the fact that learners progressed in their reading skills, a reading achievement-test was applied at the end of the process which confirmed the success of the three reading strategies (scanning, skimming, and making predictions).


  Conclusions


  The use of the three reading strategies (skimming, scanning, and making predictions) is a very enriching process to guide learners along the path of autonomy, particularly in terms of decision making for learning and doing assigned homework, increasing awareness of their own reading learning process, and promoting motivation. Also, these strategies encouraged students to see that they were builders of their own knowledge and possibilities. Through this process, learners were more open-minded and reflective regarding how to use and apply the reading strategies for effective reading and to promote their autonomy.


  In addition, the effective use of reading strategies made learners feel more motivated while reading. This motivation was due to the fact that learners read more easily and faster, and reported that they enjoyed their reading because the topics had been selected by them. Also, they were able to locate specific information, identify general information, and make predictions about a text without depending a lot on the teacher.


  Finally, there was improvement of their reading skills due to the efficient use of the reading strategies.


  Pedagogical Implications


  The conclusions mentioned above led to the identification of various issues teachers should take into consideration when teaching English, especially when teaching reading strategies to EFL learners.


  First, in many EFL classrooms translation is still used as a method, and little or no attention is given to training in reading strategies for an effective and meaningful reading process. Through the application of the reading strategies (skimming, scanning, and making predictions) learners could not only improve reading comprehension, but also develop some features of autonomy such as metacognitive skills, reading awareness, motivation, and decision making. The guidance in terms of how to use reading strategies helps learners to achieve a better performance as well as to enjoy the learning process due to the fact that they become more efficient and have more fun. Furthermore, other language skills (listening, speaking, and writing) might be improved through the implementation of the reading strategies.


  Secondly, reading strategies should be taught explicitly in order for learners to understand them and put them into practice in other contexts. For example, learners could use scanning to locate specific information in a biology text or use skimming to identify the main idea in a Spanish passage.


  In addition, readings must be selected taking into consideration the learners’ interests, age, English level, needs, and context allowing them to select the reading topics they want to read for the term. By doing this, learners will see English reading as a tool to access real life situations concerning their context and will be engaged in the English learning process. Moreover, motivation will make them more successful because it will encourage them to accept responsibility for their own learning. Therefore, teachers should take into consideration the importance of promoting motivation in the reading process in order for learners to perceive their progress and reach their goals.


  Teachers are also encouraged to implement the stages of reading proposed by Williams (1996) for effective reading (pre-reading, while-reading, and post-reading) since they are helpful to scaffold the reading process in a sequential and effective way (see Pedagogical Design).


  Suggestions for Further Research


  It is suggested that similar studies be conducted with other types of reading strategies such as inferring or extensive reading. It would also be interesting to study how learners acquire language structures and vocabulary through reading activ-ities. Likewise, it would be interesting to implement these reading strategies in a virtual learning environment to identify if learners take advantage of them to improve their reading comprehension.


  Moreover, this study could also be replicated with larger groups of participants to explore the variety of their insights and see if students would also be willing to develop better reading skills, autonomy, and commitment to carry out their homework as well as to foster different types of interaction and awareness regarding their reading process. Finally, we would like to highlight the importance of using the list of “checkpoints” proposed by Burns (2010). By doing this, we kept an eye on the evolvement of our research project due to the fact that it allowed us to be focused, objective, reflective, and well documented. Also, it was useful for us in evaluating our research project and making adjustments based on the findings to reach trustworthy conclusions.

  


  1All the samples taken from the students as well as all the instruments have been translated from Spanish into English to enable full understanding of the findings of the study and for purposes of publication.
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  Appendix A: Pre-Implementation Checklist


  Name:


  Date:


  Please answer the following questions.


  Students’ opinions
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  Appendix B: Questionnaire on Scanning


  1. Can you identify specific information in a text? Yes or No? Why?


  2. Do you think that the scanning strategy implemented in class is useful for your use in other contexts? Yes or No? Why?


  3. Do you feel motivated when you are able to locate specific information in a text in English? Yes or No? Why?


  4. Do you think that having the option of selecting topics of your interest has promoted more autonomy to read about other subjects? Yes or No? Why?


  5. Have you improved your reading skills after the implementation of the scanning strategy? Yes or No? Why?


  6. Do you do your activities or tasks with responsibility, interest and commitment? Yes or No? Why?

  


  Appendix C: Post-Implementation Checklist


  Name:


  Date:


  Please answer the following questions.


  Students’ opinions
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  Appendix D: Strategy Training Program 2012


  [image: ]


  [image: ]


  [image: ]


  [image: ]

  


  PROFILE Issues in Teachers' Professional Development

  Vol. 16, No. 2, October 2014 ISSN 1657-0790 (printed) ISSN 2256-5760 (online)


  Hybrid Identity in Academic Writing: “Are There Two of Me?”


  Identidad híbrida: “¿hay dos yo?”


  Troy Crawford*

  Martha Lengeling**

  Irasema Mora Pablo***

  Rocío Heredia Ocampo****

  Universidad de Guanajuato, Mexico


  *crawford@ugto.mx

  **lengeling@hotmail.com

  ***imora@ugto.mx

  ****rozetah@yahoo.com


  This article was received on October 11, 2013, and accepted on January 24, 2014.

  


  This paper explores the construction of identity in an academic learning environment in Central Mexico, and shows how identity may be linked to non-language factors such as emotions or family. These issues are associated with elements of hybrid identity. To analyze this we draw on language choice as a tool used for the construction of identity and for showcasing and defending identity through exploratory interviews with the bilingual students and teachers. The results draw our attention towards the role of non-linguistic variables and their relationship to emotional and contextual issues that influence how academic writing occurs within the school confines, where hybrid identities may be constructed for academic purposes.


  Key words: Academic writing, attachment, detachment, hybrid, identity.

  


  Este artículo explora la construcción de identidad en un medio de aprendizaje en el centro de México y muestra cómo la identidad puede estar relacionada con factores no lingüísticos, como las emociones o la familia. Estos factores están asociados con aspectos de identidad híbrida. Para analizar esto, nos basamos en la elección de lengua del usuario como una herramienta para la construcción de la identidad y para ilustrar y defender la identidad en entrevistas a fondo con alumnos y maestros bilingües. Los resultados atraen nuestra atención hacia el papel de variables no lingüísticas y su relación con factores emocionales y contextuales que influyen en la manera como ocurre la redacción en segunda lengua en la escuela, en donde las identidades híbridas pueden ser construidas para propósitos académicos.


  Palabras clave: conectado, desconectado, escritura académica, híbrido, identidad.

  


  Introduction


  Identity in many aspects is shaped by language and conversely, language choices may relate to identity. Identity, in fact, like language, is both personal and social. Social identity denotes the various ways in which people understand themselves in relation to others, and includes the ways in which they view their past and future lived experiences, and how they may want to be viewed. The shaped self employs language as a tool for making its presence felt. Thus a person’s world-view is inextricably shaped by the language he or she decides to use (Miller, 1997; Olinger, 2011). The interaction of identity and language is a reality in a context such as the University of Guanajuato, where students are required to learn English in the university in order to obtain a degree. On the other hand, teachers are required to write in Spanish to maintain their employment. In other words, users are required to use a second language to fulfill social obligations.


  The capacity of language as a symbol of individual identity cannot be overemphasized. This is possibly the most important feature in Mexican society, where English has a strong political feature powerfully shaped by the tense historical political relationship with the United States (Crawford, 2007, 2010). Early in life we individuals begin to use language to define our personalities in relation to each other, and later in life we continue to make use of language to define ourselves and the various roles we play in the community (Cheng, 2003; Waseem & Asadullah, 2013). Added to this in Mexico, both countries have a powerful on-going political/linguistic relationship (Condon, 1997). When people move into a context where the norms and practices are different from their own, it is to be expected that newcomers will learn the prevalent norms and values in order to achieve some degree of integration into the new language environment, and to enhance their ability to communicate and interact (Mills, 2002; Mok & Morris, 2010; Mokhtarnia, 2011). These adjustments may imply changes in self-perception as an author in an academic context.


  Language Attitude and Identity


  Haugen (1956) notes that language use is influenced by the attitudes and values of users and non-users (that is, those who refuse to use) of the language, both as an instrument of communication and as a symbol of group identity. Individual attitudes towards a language will impact, for example, on the value placed on the language, and invariably, on how much of it may be used by first language speakers or learnt by second language speakers. In other words, the status of the language in a particular society also influences the attitudes of speakers as well as non-speakers.


  Wherever languages are in contact, one is likely to find certain prevalent attitudes of favor or disfavor towards the languages involved. These can have profound effects on the psychology of the individuals and their use of the languages.


  In the final analysis these attitudes are directed at the people who use the languages and are therefore inter-group judgments and stereotypes (Haugen, 1956). When two languages come into contact, usually one language is dominant over the other (Spolsky, 1998). In the case of this study we have a situation where English is the dominant language because of institutional choice (Crawford, Mora Pablo, Goodwin, & Lengeling, 2013), but in practice “the language now belongs to those who use it . . . whether in its standard form or local forms” (Kachru & Smith 1985, p. 210). As we are viewing, for this study, the language as an object that belongs to the user, there is no theoretical framework that is directing or orienting the data. We are allowing the data to shape and mold the process in the form of discovery through blurred genres in the tradition of Geertz (Denzin & Lincoln, 2005). The reason for this is that bilingual writers are by definition placed into a category of being hybrid. Hybrids by definition are a complex group to understand. “In offensive parlance and in racist discourse, expressions in the meaning of the term ‘hybrid’ are used to often characterize persons of mixed racial or ethnic origin” (Wagner et al., 2010, p. 232). In TESOL (Teaching of English to Students of Other Languages) hybrid is frequently used in a reductionist manner to label non-native or bilingual writers as inferior in some sense (Holliday, 2005; Kubota, 2002). Research on psychological essentialism provides the following definition of how essence is thought about in everyday life and its painful connotations to people:


  
    1. Essence is stable and inherent to its carrier and constitutes the carrier by causally determining its defining features. That is, it endows its carrier with permanent and unique attributes that are specific for all members of a category and constitute an inviolable identity (Kronberger & Wagner, 2007). It is transferred by descent, not by touch or other forms of proximity.


    2. Essence is discrete. It is perceived as a yes-or-no affair; either an entity has it or not, there is no middle way. A living-kind exemplar cannot possess a certain quantity or degree of an essence. As a consequence, essences are mutually exclusive. An exemplar of a kind or category can only possess one specific essence.


    3. Attributing an essence is coextensive with making a category a natural entity and naturalizes the defining features of the category’s exemplars. (Wagner et al., 2010, p. 234)

  


  The same authors later make reference of the term essence and its relation in the following:


  
    This definition brings us immediately to the case of hybrids. If the members of a kind or category are attributed an essence, then this attribution makes the exemplar inherently and unalterably different from the members of other kinds or categories and, because an essence resists blending and decomposition and cannot be divided or mixed with another essence without losing its function in defining a category, then any “essence mixture” cannot exert its “causal” powers in shaping the necessary and defining features of the mixed exemplars. Consequently, mixing the genes of two animal species or of two other essentialized categories creates a “non-entity” that is perceived as not belonging to any accepted category. Perceivers with an essentialist mindset will reject and also despise a “mixed exemplar.” (Wagner et al., 2010, p. 234)

  


  As mentioned in the introduction, both students and teachers are dealing with the condition of being considered hybrid in the academic space. This circumstance of existing academically in a space that is socially constructed as hybrid brings consequences that are not necessarily dealt with directly in the course of academic work in the classroom, but are present in the social spaces where academics are performed. This situation also tends to determine to what degree a student or teacher may feel “attached” or “detached” to a given language. The act of


  
    moving from family and other social networks to the larger societal matrix, studies of Strange Situation classifications in other cultures have sparked a lively debate on their universal versus culture-specific meaning. (Bretherton, 1992, p. 770)

  


  The debate centers on how “attachment/detachment” is viewed in relation to our attitude towards knowledge and is reflected primarily in the relation between the writer and the reader (Mora Pablo, 2011; Vassileva, 2001). Our writing performance and debate occur in Central Mexico in a public university.


  Method


  We are interested in this research professionally in the sense that second language research is part of our practice in the world of academics. Another concern is the effectiveness of our program and the learning process of our students in the development of their academic writing in English during their BA studies. One question we ask ourselves continuously is if the training we give our students aids them along their journey to become part of an English academic writing community. In particular, we refer to the processes outside the realm of language, but directly involved in the transition of becoming a second language writer. Therefore, following a qualitative paradigm, we wanted to know how participants became second language writers. According to Maycut and Morehouse (1994), “qualitative research examines people’s words and actions in narrative, or descriptive ways closely representing the situation as experienced by the participants” (p. 2).


  Participants


  The eight participants in the study were selected purposefully in order to allow for representation of the different student types at the University of Guanajuato, specifically, within the two academic teacher training programs: a BA in TESOL and a BA in Spanish as a Second Language. The bilingual professors and students participated in the data gathering process as both researchers and participants. Nevertheless, there was a specific intent to select strong bilingual writers for the study because, in essence, they do not fit the classical model of identity and writer.


  Technique: In-Depth Interviews—Multivocality


  In-depth discussions with the participants was used. As Madriz (2000) points out, it brings into the research process a multivocality of participants’ perceptions and experiences. Through this method, personal emotions and opinions with regard to participants’ cultural backgrounds, educational backgrounds, attitudes toward other languages, and bilingualism are explored. The data collection consisted of individual recorded interviews following a semi-structured initial interview format taken from Ivanič (1998) that focused on the construction of authorial identity. Later, the follow-up interviews took on a more open and flexible pattern that emerged naturally. Interviews were chosen as a research tool because they can generate useful information about a lived experience and its meaning. Denzin and Lincoln (2005) refer to interviews as conversations and that an interview is “the art of asking questions and listening” (p. 643). However, interviews are influenced by the personal characteristics of the interviewer, including race, class, ethnicity and gender (Denzin & Lincoln, 2005). The objective of these interviews was to know more about their experiences in writing, not only in their native language, but also in other languages and to know if they perceived a preference for either one of the languages. The participants had the opportunity to select in which language they would like to be interviewed. Later, discussions with the co-researchers/respondents were carried out in-depth and added to the discussion. This discussion allowed us to interact directly with participants and provided opportunities for the clarification and extension of responses and follow-up discussion (Stewart & Shamsadani, 1990). This method is not new to either mainstream linguistics or feminist linguistics (Cameron, 1997).


  Multiliteracies


  The creation of a second language writing identity is a complex issue that involves decisions at many levels. These decisions affect the individual on both a personal level and on a collective level in the sense of what groups he/she identifies with and how he/she is accepted within circles (Busayo, 2010). In our context, our students are faced with a situation of being forced to acquire a second language writing identity in order to complete their undergraduate studies and the teachers are required to adopt a second identity to comply with academics inside the workplace. These requirements place them in a dual, forced multiliteracies situation. Matsuda, Canagarajah, Harklau, Hyland, & Warschauer (2003) mention the presence of multiliteracies in the following:


  
    The term multiliteracies is becoming important in popular discourse in the context of post-modern cultural developments, the decentered workspace, and cyber-communication. The term refers to new ways of reading and writing that involve a mixture of modalities, symbol systems, and languages. A typical web page, for example, may involve still photographs, moving images (video clips), and audio recording in addition to written language. Apart from processing these different modalities of communication, “readers” will also have to interpret different sign-systems, such as icons and images, in addition to words. Furthermore, texts from languages as diverse as French and Arabic may be found in a site that is primarily in English. Different discourses could also be mixed—as legalese, medical terminology, and statistical descriptions, besides everyday conversational discourse. (p. 156)

  


  Beside the assimilation of the literary complexities of the current globalized world, our students are also faced with the obligation to acquire a second “identity” as writers at a higher educational level. This necessity implies a complex set of emotions and situations which requires decisions that are interconnected beyond the defined boundaries of the university, where social definitions play a strong role in how identity is viewed. Table 1 provides a profile of the participants’ backgrounds for the study.
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  Discussion of Findings


  There are two major themes which emerged from the data. One is an internal emotional battle within the writer. The other is a sense of loss in some cases and in others a sense of discovery in which the writers feel either “attached” or “detached” from a language.


  The Authors’ Emotional Battles


  As non-native writers, we must learn the hard way. Most of us feel that we are going to be judged stricter than native speakers. Rebecca explains that academic writing is something that you learn. Her own process led her to get more than acquainted with experts in the field of writing. Rebecca is aware that for her, the output of her writing must come with a pure French style. Having discussed this with her colleagues, we all have the perception of becoming “perfect” in what we write and how we do it. Most of us started our writing processes by reading and becoming familiar with the different writing conventions. Rebecca explains:


  
    For example when I was writing my thesis, what I would do, and something my professor told me, in order to write academic articles and all that, you need to imitate someone. You need to get inspired by someone. So I chose the best in my flied and got inspired be her, I had to read many articles that she had written. So, in some way I was inspired by her style because in French you have to write, I believe, like the French. Organizing a serious and profound idea is not easy in any language. Much more in a language that at the end of the day is not yours.

  


  Rebecca is conscious of who her audience is and writes in a totally different way compared to her own language (Spanish), and she is aware that even writing in her own language is difficult. Rebecca is Mexican and her postgraduate education has been acquired in France. Her own process is to know that it is through reading that one can become an expert at writing. Once again, as non-native writers, we feel that we have to write perfectly in order to fit in.


  As already mentioned, non-native speakers-writers tend to first get acquainted by reading in order to start writing. We follow the experts and by doing so, we are somehow “copying” their style and trying to be part of a community that to start with is not ours due to the differences in the languages. The following student participant states:


  
    I always try...to give more content...to give more content I don’t know...I don’t know if...I don’t know if by trying to explain my idea a little in the style of, I said it before about the Mexicans, right? Read and well I did not have a choice, you have to do the homework or you have to do the project, right? And that’s it. But the person who corrected me has helped. He said: Here, you don’t say it that way...the fact that I have studied Spanish here; speaking it every day has helped. (Melissa)

  


  Or this other student participant comments:


  
    And because I like to read a lot and I try to get you know different styles of writing from other people and I try different things so it’s always something new. (Roberto)

  


  Perhaps we become better at doing something when we receive feedback. We can see from these three participants that asking somebody to read their work helped them to improve their writing. As non-native speakers we must feel comfortable with the “first audience” and, ideally, the first audience must be a native speaker since we think that this person knows more about what is trying to be learnt. We feel that this person is ready to give the appropriate feedback in order to help us grow as writers. This growth is often seen as learning how to manage a set of foreign conventions.


  Writing may be seen as adhering to a set of writing conventions yet part of the writing process involves the person who is writing. When the person writing is taken into account in the forefront, then the building of a recognizable identity becomes important. Within the data we found the emerging theme of the writers’ emotions, whether they write in their native language or another language. One of the emotions found was a lack of security or an attempt to overcome the lack of security when writing. The following research participant explains how she feels:


  
    I think I now feel more secure. For many years I didn’t feel I was secure enough to have that position of authority. But because I would start to write articles little by little and then became educated in the area of TESOL and then I had other opportunities to work, like editing. It was a very very long process and so sometimes I think people depend on a number of aspects. It may be easier for them to enter into that type of privileged writing or not and then sometimes people are more interested in teaching and so it may be a little bit more difficult. Myself, I think it was very difficult to enter into that privileged type of writing because you stumble, you fall, you skin your knees, you knock your head against the wall, you make a fool out of yourself and then little bit by little you figure out how to do it but how you do it is just you know understanding what you have to do, looking at lots of sources and almost bearing yourself, you know to this type of writing...to a group of people and you are always insecure at times as if they will accept you and if they understand what you wanted to get across. (Linda)

  


  From the above excerpt we can see how the journey for this person to learn how to write has been long and at times filled with some setbacks. Perhaps this person felt vulnerable at the beginning but through experience she has become more confident as an academic writer. This person distances herself when explaining her setbacks and uses you as a way to include others in her setbacks and perhaps make a generalization.


  The abovementioned excerpt was from a native English speaker and the following is from a non-native English speaker whose native language is Spanish. Both are academics and researchers. She writes academically more in her non-native language than in her native language. Interestingly she writes nostalgically about how she feels more comfortable with English instead of Spanish in the following quote:


  
    And sadly I don’t write in Spanish that often anymore and most of what I write is in English—the academic part. I used to keep a diary, but now I don’t have the time to, and I realize that I am writing more in English than in Spanish. But I think it is just because here everything or most of the things I do are in English. (María)

  


  Perhaps this teacher feels guilty that she is more at ease with English than her native language. Her use of a specific language for academic writing seems to be related to the fact that she has had many years of education in English and also the fact that she has to write in English for her career. Yet it is clearly expressed that something has been lost or maybe modified—from something pure to something hybrid. Another student comments on how he felt when he realized he had problems in Spanish, his native language. This realization seems in tune with what the above teacher commented on and represents their bilingual identities. The student mentions:


  
    I remember when in the first semester taking a class in Spanish and that’s when I noticed that I couldn’t write in Spanish. For some reason there was like something in my brain that would lock or something when I wanted to put my thoughts into writing in Spanish...It was like, wow, wait a minute, how do I say this? How do I structure this in Spanish? I noticed I had quite a hard time doing that. Also one thing I knew that sentences can be longer, you can put a few comas there in Spanish. It’s not like in English. In English you go straight to the point and you have to say it in a structured matter. In Spanish you can beat around the bush...I can say that it is a little more eloquent. I find them complex and I don’t know to some extent they cause some kind of anxiety in me to just even thing about that. (Ricardo)

  


  Both the teacher and student are bilingual people, yet English is more dominant in their academic writing. They seem to feel more at ease in English. Another student, whose native language is French, mentions how she would feel if she had to write in her native language should she decide to pursue a Master’s in France in the next excerpt:


  
    And I asked myself if I could do it [a Master’s in France], if I could write in French after being in Mexico for so much time. I am afraid. I am afraid to return and to have to write academic essays in my own language. I think I am more at ease with Spanish right now. (Melissa)

  


  Again we see how the second language (L2) has become more dominant for these people. This student realizes that she has adapted herself as a non-native speaker to be able to write in another language other than Spanish and she expresses how she feels about the possibility of writing in her native language: anxious. Again, this implies that the person may have lost something in the process of assimila-ting another language for the purpose of writing.


  Another teacher/researcher uses the word rebel when describing himself. In the following data he seems to defy what the norm for academic writing is.


  
    I guess I’m a person who is a rebel who goes against the structures and conventions as much as possible and I try to challenge and question anything that is connected to authority. I guess when I write I want to cause problems; that’s who I am. I want people to create a discussion. (Cody)

  


  According to him, this disobedience is a way for him to question the authority of the norms of academic writing. This behavior could be part of his personality or even the result of a lack of confidence. At the same time it could also be just the act of academic writing which is “supposed” to create debate and discussion, but from the data so far it would seem that the controls of academic writing may be more about forcing conformity rather than generating diversity. Also, this situation might be an attempt to not lose fragments of identity, while transitioning to another language.


  Another teacher explains how she approaches academic writing and her emotions in the following:


  
    I am the type of person who when I have to write something, I need to be alone and I take my time. I feel anguish when I have to do things quickly and when I am working in a group I feel we have to be in agreement of certain things, but to write I have to be alone and focused. If not, I do not feel at ease. After my doctorate, I learned a lot, and you really get some confidence. But I am also very strict and at the same time I am timid to start a research project. I have never considered myself good at writing and I think that most people tend to have more of an ability of talk than to write. Yet, I am disciplined and I have had to do it. (Rebecca)

  


  There are a number of emotions that this teacher expresses when she talks about how she has learned to write, the process of academic writing and the descriptions she uses. For her, writing is a solitary act that cannot be pressured. There is a sense of torment if she does not have the conditions she wants when writing. Studying a doctorate helped her in her process of becoming a more confident academic writer. Within this excerpt we also see her describe herself as disciplined, yet timid.


  Regarding the opinions of students, the following student of the BA in Teaching Spanish as a Foreign Language program uses the words “freer” and “move around” to describe how she feels about academic writing in Spanish.


  
    But in Spanish, because it is my mother language and I suppose I have ample knowledge of it, I feel I am freer to write. I can write an idea, move around the ideas, add more details and at the same time say something. (Felicia)

  


  This student expresses how much more confident and independent she feels when writing in her own language. It should be mentioned that this student began her studies in our BA in TESOL program but changed to the BA in Teaching Spanish as a Foreign Language program because it was closer to what she wanted to do. Perhaps writing in her own language played a part in her decision-making towards writing and changing degree programs. This particular participant went on later to say in an informal conversation that English “is like putting on a straightjacket” and it (English) makes her lose her identity as a person when she is writing.


  In this section we have seen how teachers and students have felt about learning to write academically in their own language or in another language. What is clear is that the process is complex and varies from one person to another and emotions seem to play a part in this complex process as well as identity shifting. The interesting point that the data seem to suggest is that issues concerning learning and language seem to be in the forefront of the decision-making process. The choice of language and its link to the person’s identity takes on an emotional role and the language shift or the decision to write in a second language appears to be based more on need than desire.


  Identity Lost or Discovered: A Sense of Attachment and Detachment


  For most participants, language choice is a symbol of identity and in that sense they seem to choose a language based on their writing abilities and their contexts. All participants are bilingual or multilingual and this characteristic helps them mediate identities and engage in a number of situations. This is where the sense of “commitment/detachment” becomes relevant to the data analysis because there were some participants who mentioned a very precise manner of attaching feelings and meanings to one language. The following excerpt mentions this aspect:


  
    Participant: My first writing language would be English. (Ricardo)

    Interviewer: OK, do you see the difference between the two YOUS in when you’re writing in those two languages?

    Participant: Well, I would say in my English level—confident, ok, free flow, ok, in Spanish I see some anxiety my anxious self...nervousness, insecurity I would say in writing in Spanish (Ricardo)

  


  This participant seems to have divided his repertoire based on how he feels when writing in one language or another. Since he has lived most of his life thus far in an English speaking country (15 years), he feels more confident with English. Even when he recognizes that Spanish is his first language, his own life experiences have shaped the way he perceives these languages. He continues explaining how he feels in Spanish:


  
    In Spanish I take it a little bit slower. I would say, ok what am I writing about? Write about this ok, what first of all what’s the vocabulary I’m going to use. My vocabulary is not really developed in Spanish I can speak fluent Spanish but it’s not academic...I don’t have too much academic vocabulary I would say. (Ricardo)

  


  He says his Spanish “is not academic” since he learned and used Spanish at home while he studied English formally at school. This seems to be the source of this distinction and in his current role as a BA student; he has made clear the uses and purposes of using English or Spanish.


  Another participant, who is from France, shows an array of multiple languages: French as her first language, but also there is competence in Spanish, Italian, German, and English. She is currently studying for a BA in Spanish and has been exposed to the “Mexican way” of writing essays. She explains how she perceives this in the following extract:


  
    Now I have two or three mistakes per essay but I have been told that my style is more European, at least French. But I have never tried to change it because I have never been asked to write as Mexicans do. Anyway, I don’t like the way Mexicans write because they write many things...and they have no structure, they don’t have a good structure. They say many ideas in different tenses, there is no clear order. Then, I try not to copy it; I try not to change my style because so far they haven’t said anything about this way of writing. (Melissa)

  


  She evaluates the way she has improved her writing skills in Spanish; however, she admits that her style is “European”. She also points out that “the Mexican way of writing” is disorganized and does not follow a structure. She makes a comparison: “Spanish is more disorganized and French is more concise” (Melissa). Even when this participant might be influenced by other languages when writing in Spanish, she seems to reveal how she perceives French as “superior”.


  Another student participant, whose first language (L1) is Spanish, makes a distinction between English and Spanish. She is studying for a BA in Spanish but has also studied English for a number of years:


  
    Because, for example, in English, I guess, you have to write very concrete, the ideas like...period and then another idea. And in Spanish your ideas do not have to be concise, nor to the point, I feel that in Spanish we are given the opportunity to “echar rollo,” to “decorate” the text, to be more redundant. (Felicia)

  


  This idea of being more redundant in Spanish has made a difference in the way she perceives one language. The manner with which she approaches a piece of writing in either language is connected to how she feels in one language or the other.


  
    English is not my mother tongue. So, I think that it is easier for me in English, to be more precise. And if I wanted to decorate or follow and idea on and on, I wouldn’t know how if it is accepted in English or if what I want to say would be understood. But in Spanish, as it is my mother tongue, and I have more knowledge about it, I feel like...freer to write. I can write the idea, go on and on, “decorate it,” and at the same time say things. I feel freer in Spanish when I write. (Felicia)

  


  The “freedom” this student participant refers to when writing in Spanish might be linked to the fact that she has been trained and encouraged to give more details in Spanish than in English. She makes reference to one particular moment in which she was taught that English “is more direct:”


  
    I remember that when I was in an English class, the teacher gave us a piece of paper...An essay is done like this: First you have to write this, then here, the citation is like this . . . And in Spanish they didn’t give us like a written guide but it was mentioned. When you do an essay it is expected that you do this, that . . . But the only written example I saw was in my English class, that’s how they told me. (Felicia)

  


  This observation seems to show that students are in a constant ambivalent relationship between what they want to do in writing and what the conventions in a language dictate. Even more, what they are taught in classes. Also, the manner in which a language is perceived places these participants in a continuum of stereotypes formed not only by what they have experienced but also by what they have been taught.


  However, these feelings are not exclusively the students’. Teachers are also in an ambivalent position when referring to language choice. In order to choose a language, they face similar issues, but also the professional side has influenced the way they perceive the languages and their own identities when writing in one language or the other.


  One researcher participant explains how she learned to write in her second language while working in an administrative position and how she thinks she is a different person when writing in her L2 (Spanish):


  
    I think I probably learned how to write in the second language when I had to be in an administrative position and I had to look at other letters and realize “Ok this is how you do it here in Mexico” and I would try to more or less adapt that type of discourse to my discourse so I would say I am a different person when I am writing in Spanish. I have to adapt to a different type of language. It doesn’t bother me that it’s a different type. I just know that it can’t be the same in English. (Linda)

  


  This change in identity when writing in her L2 seems to have no conflict with her identity in L1. On the contrary, she seems to have added another identity to her existing one. They are not against each other, but it seems that each one of them has a particular purpose and aim.


  This is not always clear for all participants. Another researcher participant expresses confusion when defining his native language for writing:


  
    I don’t know what my native language is for writing. In total I’ve written more in Spanish than in English, I can write faster and easier in Spanish than in English. When I write in Spanish I get less corrections and less observations than when I write in English but I’ve written more academic stuff in English than in Spanish so I really don’t know what’s my native language I just conform to what I have to do when I’m using one or the other. (Cody)

  


  Moreover, the same participant seems to have created a link between the language and its purpose and sometimes it seems to be flowing between the personal and professional sides:


  
    It depends on the topic, if it’s something I studied in Spanish I prefer Spanish and if it’s something I studied in English I prefer English if it’s a topic that’s core to my beliefs and the way I think I prefer Spanish if I’m talking about things that are outside of me I probably prefer English. (Cody)

  


  Each language seems to have its purpose and it has been given meaning related to identity. This has encouraged the transformation and recreation of the individuals’ linguistic repertoire and they seem to be able, at this point in their lives, to attach meaning to the languages in a clearer manner.


  The professional side has also affected language choice in some participants. In a context where their L1 (Spanish) is not frequently used, they have accommodated their linguistic repertoire to the circumstances. The following example from another researcher participant points out this accommodation:


  
    I have to tell you that most of what I have written academically has been in French, of course. But recently, I have been doing things in Spanish and I’m learning (Rebecca).

  


  Even when her L1 is Spanish, her academic life has taken her to write in her L2 (French). As she points out, lately, she has been writing in Spanish and it has been difficult to re-learn to write in her L1. This can be seen in the following extract from a different participant researcher:


  
    And sadly I don’t write in Spanish that often anymore, and most of what I write is in English, the academic part. I realized that I was writing more in English than in Spanish. But I think is just because here everything...or most of the things I do, are in English. I write differently but the problem is that right now my dominant language in the environment and in what I do is English and that has influenced my Spanish writing. Maybe later is going to be back to Spanish but I find it easier to follow English conventions than Spanish ones, because, as I haven’t studied those like in a long time I don’t know now anymore...it is like confusion now in my mind. (María)

  


  This may even take on the extreme position of almost apparent complete rejection of the writing process as Roberto, a student, states with almost hints of anger:


  
    Well, if I think about it, what I write is at the end is pointless because all I got to do is turn in my work. I get a grade and then it goes in my files and that’s it so I’m a writer of papers that have no purpose other than getting a grade and then moving on but I don’t see the...I mean who cares what I think about a certain theory. Who cares, I mean I don’t see the point but anyway that’s what we are asked to do.

  


  The detachment is such that it might seem to some that the language serves him little purpose. It is as if there were no real connection between him and the language in terms of academic writing. This internal process has an impact on the writer as a user of the language.


  These participants once experienced the difficulties of learning a second language, but now that second language has become their dominant one. They have experienced a detachment of their own first language and are aware of it. Joining a new academic community has brought some changes in their language choice. They have appropriated a specific discourse as well as conventions and roles, but their identities remain a mixture of acceptance of and resistance to one language or the other according to their circumstances. What appears to give rise to the internal conflict in the writing process appears to be associated more with emotional or internal aspects of the individual rather than issues of knowledge about the conventions of writing.


  Conclusion


  The above data place the writers in an unusual situation. It is as if they were almost unsure at times of whom they are: “I don’t know what my native language is for writing” (Cody) and “it is like confusion now in my mind” (María), or maybe even complete rejection as it seems to be the possible conclusion. The elements that surround the construction of authorial identity on the surface are debated in terms of educational and professional choice by the individual as if they were exclusively a conscientious decision (Ivanič, 1998). Yet the data here are taking on a different direction that moves into a path of emotional turmoil, which in turn leads to a sense of attachment and detachment of the individuals, where internal elements are in a state of movement depending on what, where, and with whom they are writing. This does not suggest a disagreement with the cumulative work of researchers (e.g., Clark & Ivanič, 1997; Connor, 1996, 2002; Ivanič, 1998), but more of a door opening that shows that bilingual writers do not experience identity in exactly the same way as do monolingual authors. Moreover, the underlying difference is not about linguistics, rhetoric, or cultural patterns, but more of a personal issue of choice linked to professional or academic need. This need is often then transcended into a social space where issues of hybridity circulate as a peripheral form of classification of the writer, which in the future entangles the location of identity. This occurrence places the author in an unusual position where, on the one hand, there is a sense of being less because of hybridity and on the other a sense of conclusion depending on the degree of attachment or detachment to a given language.


  This finding creates an internal conflict or clash. The participants are dealing with an internal struggle where two languages are at odds with each other. The clash seems to be a battle ground where “emotions” and “need” are placed in front of the user. Clearly, each user has made a choice as to which language she/he prefers to use. Nevertheless, as María said: “it is like confusion now in my mind,” and even though a choice has been made it does not mean that the other language has, in a complex manner, completely left the author’s identity.


  The above implies that we need to focus our attention less on linguistic and rhetorical factors in writing as occurred in the past. Now, in this global world, we need to look closer at emotional issues and professional requirements that are in a constant state of change as we cross back and forth through the linguistic, emotional, educational, and professional boundaries of our societies.
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  This article presents a case study research with aims to find out which activities, methodological and textual aspects used in a reading strategies course were causing a group of students difficulties when analyzing critically written information. We conducted the study at Universidad de Córdoba (Colombia) with seventh semester students from the undergraduate English program. The data collection techniques used included observations, document analysis, interviews, and a Preliminary English Test for students. The results were analyzed taking into account issues in discourse analysis and systemic functional linguistics. Results show reasons why students find it difficult to successfully complete the analysis of written texts. These results can serve as useful alternatives for planning reading lessons.


  Key words: Critical discourse analysis, discourse analysis, reading, systemic functional linguistics.

  


  Este artículo presenta un estudio de caso que busca analizar qué actividades, aspectos metodológicos y textuales causan dificultades en los estudiantes para analizar de manera crítica información en un curso de estrategias de lectura. Este estudio se realizó en la Universidad de Córdoba (Colombia) con estudiantes de séptimo semestre del programa de inglés. Las técnicas de recolección usadas fueron observaciones, análisis de documentos, entrevistas y un examen de competencia en inglés. Los resultados fueron analizados teniendo en cuenta elementos relevantes del análisis del discurso y de la lingüística sistémica. Los resultados mostraron las posibles razones por las cuales los estudiantes muestran dificultades para analizar textos escritos. Estos resultados pueden servir como alternativas para la planeación de clases de lectura.


  Palabras clave: análisis del discurso, análisis crítico del discurso, lectura, lingüística sistémica funcional.

  


  Introduction


  In the past, teaching English required teachers to concentrate on the development of grammar through drills and translations. By using these techniques students were supposed to learn English. Due to new educational requirements, some students are no longer passive learners; they are more autonomous in learning, active thinkers, and analysts of everyday encounters. Thus, the ministry of education in Colombia has set out very useful standards to help learners construct their own knowledge, develop discourse skills, improve students’ communicative and linguistics abilities, as well as develop their sociolinguistic competences in order to encourage them to be autonomous and critical thinkers. All these aspects challenge teachers to look for effective methods and approaches to improve their teaching and avoid the traditional teaching practices wherein students are not encouraged to debate, reflect, and suggest. Instead they are asked to just internalize sets of words and rules in isolation. These methods can be useful in some cases but when used repetitively in our classes, students will not be given the chance to explore more critical and analytical methods to learn English as active thinkers rather than passive ones.


  Nowadays, students should not only acquire aspects regarding vocabulary, grammar, and pronunciation, but they also need to know how to use the language in real situations. Additionally, learners should learn how to identify the purpose of news or magazine article texts. Students need to be given the necessary tools to identify the structure of texts in terms of language, genre, functions, form, linguistic features, words, and intentions in order to lead them to complex analyses of discourses. These in-depth analyses will help students recognize the type of text or articles they are dealing with, that is, whether it is a spoken or written discourse, which words, rules, and language characteristics the text contains in order to accomplish a specific purpose. However, we realized that this opportunity was not widely given to students in most reading classes we observed since teachers and students tended to concentrate more on the development of skimming and scanning strategies and on answering literal questions. Thus, students found reading classes a little bit monotonous since they noticed they were not making progress in their reading lessons. The use of skimming and scanning as mentioned above are very useful for students’ learning process in reading, but there should be transitions or a progression from these skills to more complex or challenging ones such as inferring, implying, concluding, analyzing, and so on, in order to awaken students’ critical analysis of the information given by the teacher.


  During the study, we also identified issues regarding material and methodologies used to help students read. Here we observed that students did not have enough opportunities to read critically since they were not or had not been exposed to the analysis of ideas in texts that required careful study of words, phrases, structures, purposes, and so on. Likewise, sometimes materials used in class did not correspond to students’ English level and teachers did not choose the materials based on students’ ages or interests. Additionally, students did not seem to be competent enough to implement reading strategies such as inferring, implying, or applying complex mental processes. Most of the students found it difficult to identify purposes, intentions, text types, structures, or functions.


  Another factor that helped us carry out the study had to do with students’ reading difficulties. We noticed that students have many problems reading or dealing with unknown words and structures. When analyzing texts, the majority of the students did not know how to cope with the vocabulary presented in the article.


  Based on that situation we decided to implement the use of discourse analysis and, particularly, systemic functional linguistics (SFL), which is a useful tool in identifying which aspects of teachers’ methodology and texts were affecting seventh semester students’ reading processes and understanding. We were interested in characteristics of texts used in class that prevented students from effectively understanding messages conveyed in everyday texts as well as in analyzing teachers’ methodology when applying reading activities.


  During the study, we considered discourse analysis not only as a tool to identify anomalies in texts or characteristics of texts that might cause reading difficulties, but also as a very important source to help students become active readers. We also find it meaningful as a way to encourage students to become effective analysts of texts/conversations in order to identify ideologies, purposes, and aims of both written and oral discourses. Teaching students how to approach information in order to analyze messages given in texts is a wonderful process since learners are not reading in order to answer simple questions. On the contrary, they are analyzing a variety of aspects which are not evident or obvious in the texts. According to Wallace (2003), discourse analysis is fundamental in helping students identify aspects such as the field, tenor, and mode of discourse (topic, characters, context of situation, channel of communication). By identifying these issues in texts, students are aware of the organization of paragraphs, language choices, participants involved in the texts, and textual meanings. Consequently, discourse analysis—along with SFL—provide an excellent means to discover and analyze texts used in reading classes and to identify linguistic characteristics of texts that were affecting students’ reading levels. To accomplish this task we created the following objectives as a guide to focus our intentions and purposes for the study.


  Questions


  The following are the questions we answered in our study:


  
    • How do linguistic characteristics of texts and teachers’ methodology influence seventh semester students’ reading comprehension of academic information at Universidad de Córdoba?


    • What linguistic characteristics of texts and methodological aspects influence seventh semester students’ reading comprehension of academic information at Universidad de Córdoba?

  


  Specific Research Questions


  
    • What are some of the linguistic characteristics in the texts?


    • What is the role of linguistic features in the texts in the process of reading comprehension?


    • How does the teacher deal with the texts in the process of teaching reading?


    • What are students’ difficulties when reading these texts?

  


  Theoretical Framework


  The main purpose in this research project is to analyze the discourse characteristics of the texts students are asked to read and analyze in their reading strategies course. By understanding this purpose, it will be possible to establish a relationship between the features of the text and the level of reading comprehension students have. As the study is related to the analysis of discourse, different theoretical underpinnings related to this area will be described. We will also define the concept of discourse analysis and its features: references, lexical density, theme and rheme.


  Discourse Analysis


  Discourse analysis is the examination of language used by members of a speech community. It involves looking at both language form and language functions and includes the study of both spoken interaction and written texts. It identifies language features that characterize different genders (Demo, 2001).


  Discourse analysis in language teaching has become a fundamental tool to interpret the use of language in different contexts. It is very helpful in understanding how people organize language in texts, textual features, and language choices. Discourse analysis serves as a means to examine both written and spoken data in order to explore language and its importance for communication.


  When students have the chance to engage in discourse analysis issues, they are not only exposed to learning and memorizing words and grammar structures. Instead, learners are also investigating the systematicity and functional aspects of the language. Through the applicability of discourse analysis, students experience different ways to read and new opportunities to develop high levels of reading comprehension.


  According to Celce-Murcia and Olshtain (1995), “discourse analysis is minimally the study of language in use that extends beyond sentences boundaries . . . which entails a more cognitive and social perspective on language use” (p. 4).


  It is important to understand discourse analysis as a powerful tool or discipline that helps make sense of written or spoken languages; it studies information in terms of grammatical aspects and roles with which to achieve communicative purposes which, in turn, relate to linguistic issues. Additionally, it focuses on language use in socio-cultural settings. Thus, discourse analysis is related to systemic functional linguistics because it sees language used within contexts.


  Discourse analysis also deals with textual units in terms of experiential, interpersonal, and textual language functions. Taking into consideration Halliday and Hasan’s (1989) explanation, experiential meaning has to do with the way words in sentences are associated with issues and events in the world. Interpersonal interaction is very similar to social interaction among people. The main concern of interpersonal meaning is participants. Finally, textual meaning deals with language choices in the text that leads us to determine the type of genre found in texts.


  Linguistic Features of Discourse


  Cohesive Devices of Written Discourse: Referring Expressions


  Anaphoric, cataphoric, and exophoric references are important linguistic features in texts. We use anaphoric references when we want to refer to some data we have already mentioned. Cataphoric reference is related to those expressions that refer to data we are going to mention; for example: the following are, such as, for example, and so on. Exophoric references lead the reader to think of information outside the text. It deals with our interpretation of messages by placing them in context. As Porter and Reed (1999) point out: “Exophoric information is located in the context of situation and thus also in the context of culture. . . . It points to information outside of the text, and requires more interpretative effort on the part of modern reader” (p. 36).


  Theme and Rheme


  Another feature of texts is related to the concepts regarding the theme and rheme of a sentence or clause. To define theme and rheme, it is important to understand that a sentence is organized by using a subject, verb, and the complement. These types of organization of language choices let us analyze many issues of both written and oral discourses. From sentences following these patterns or other complex ones we can draw out aspects such as the topic of conversation and complements.


  
    I am Claudia Cassaignee.

    I live on Rue Martel, Paris.

    I work in the centre of Paris.

    I like classical music.

    (From Cosmopolitan, September 1985, p. 5 [as cited in McCarthy, 1991])

  


  In the example we can easily identify I as the theme or topic of conversation and in Rue Martel, Paris known as the complement or rheme of the topic. Therefore, I is the point of departure known as theme.


  According to Halliday (as cited in McCarthy, 1991):


  
    Alternatively, the theme can be seen as the point of departure of the message. For the moment, we shall take as the theme of a clause the subject noun-phrase, or if this is not initial, then we shall include whatever comes before it. (p. 52)

  


  Types of Progressions for Theme and Rheme Analysis


  While analyzing theme and rheme, it is important to study the different categories used when describing these patterns in order to identify the different ways to organize speech. For example, this organization could have a simple linear progression, constant progression, derived, and split progression.


  Simple linear progression is evident when an item of the rheme becomes the theme of the subsequent clause. Regarding constant progression, it is clearly seen when analyzing clauses where theme becomes the theme of another clause. Derived hyperthematic progression appears when the theme in a clause is different but both derive and refer to the main theme. Finally, split progression can be identified when the rheme of the first theme is divided into two items; each item is taken as the theme of the subsequent clauses.


  Lexical Density


  Lexical density is another feature to take into account when analyzing texts. This concept is very important for this study since it offered the research group information as to the importance and influence technical words have on students’ reading comprehension process.


  Lexical density is a very important aspect to consider when selecting texts or materials with which to teach reading. It refers to the amount of words given in texts for students to process. According to Lewis (1996) “written language achieves lexical density, and the resultant density of information, by using a relatively high proportion of complex noun phrases and subordinate clauses” (p. 100). Due to the variety of language choices such as technical words, formal language, and so on, written language becomes complex in terms of structures. Thus, when reading, we find clauses full of nouns, adjectives and verbs that together require high levels of reading comprehension to understand in detail and find out the intention of those choices.


  Systemic Functional Linguistics


  Systemic functional linguistics has been a well-known term since the 1950s due to the influence in the process of analyzing texts. SFL is primarily concerned with people using the language to construct or interpret meaning. People cannot achieve a communicative purpose if words are not addressing specific cultural or contextual issues. Thus, language is seen as a social means to help humans convey meaning, but this meaning cannot be achieved if words are conveyed in isolation. As a result, we need contexts or situations in which more sentences and words can be placed so that readers can understand the reasoning behind utterances and words. According to Malinowski (as cited in Martin, 1984), “you cannot understand the meaning of what someone says or writes unless you know something about the context in which it is embedded” (p. 14). This assumption is very important since it highlights relevant issues regarding teachers’ roles in the learning process. It is necessary to involve students in the analysis of language in contexts so that they learn how language achieves communicative objectives by seeing it playing useful roles in situations where culture and context are key issues. Additionally, it is fundamental to teach students that each situation requires variety and different language choices according to the purpose of the conversation and the context provided.


  Therefore, SFL studies language in context in terms of field, tenor, and mode. Field refers to the subject matter of discussion at any situation. It answers questions such as “what is going on in the text,” and “what are people doing”. According to Martin (1984), “examples of fields are activities such as tennis, opera, linguistics, cooking, building constructions, farming, and so on” (p. 16). In contrast, tenor refers to relationships of main characters and roles of people in social status. It is concerned with the study of people positions in the world in terms of knowledge, studies, professions, and so forth. As Halliday and Hasan (1989) pointed out, tenor “refers to who is taking part, to the nature of the participants, their statuses and roles: what kinds of role relationship obtain among the participants” (p. 13). In terms of mode, it concerns the idea of channel of communication. Mode of discourse can be by both written and oral means. Nowadays, we have a variety of channels such as Facebook, blogs, Skype, email, telephone, cell-phone, videos, films, etc. Following Halliday and Hasan’s definition: “Mode of discourse refers to what part language is playing, what it is that the participants are expecting the language to do for them in the situation: the symbolic organization of the text” (p. 13).


  Teaching Reading


  Teaching reading requires teachers to be acquainted with several theories and methods in order to be able to help learners acquire effective reading practices. Among the approaches used to teach reading we can highlight the top-down and bottom-up approaches. The former is described as “The approach where readers begin with a general sense of the meaning of a reading passage and use their general knowledge of the world and then predictability of grammar patterns to guess the meaning of unfamiliar words” (Horwitz, 2008, p. 118).


  The latter, on the other hand, is used as the main basis for reading practice since the reader starts his/her process by working with individual sounds and putting them together to make sense of the message being conveyed. We can use bottom-up processing in whole language approaches to reading since it uses phonics-based approaches to help students recognize sounds and symbols.


  Even though the use of approaches when teaching reading is significant, we should understand the importance of helping students analyze data critically. Most of our learners are surrounded by information of all kinds in the news, magazines, internet, headings, books, etc. Thus, it is necessary to introduce SFL when analyzing texts to acquire better reading analysis skills. Besides, it is not useful to teach students to memorize information only by reporting what authors said in the text. Instead, we should encourage them to become competent readers by introducing SFL along with discourse analysis to increase their level of comprehension while helping them to go beyond basic information to discover hidden messages and intentions of the information given. Being a competent reader means using discourse tools to understand how language works in a social context. Thus, we are truly convinced that introducing discourse analysis for the development and improvement of reading is a useful opportunity for students to learn how to deal with a variety of information.


  Method


  This study is a qualitative research project which describes in detail the way texts are analyzed in a reading course. The purpose of the study is to gain some insights about the way reading comprehension has been taught in these classes. Thus, the results show a description of a teaching methodology and how this may interfere with the learner’s comprehension level. According to Seliger and Shohamy (1989), “qualitative and descriptive research are concerned with providing descriptions of phenomena that occur naturally, without the interventions of an experiment or artificial contrived treatment” (p. 116).


  Thus, our intention is not to measure students’ abilities but to describe and give an account of their performance while putting into practice a variety of methods or strategies for the development of reading skills.


  For the understanding of the phenomenon in our context, we used case study as a qualitative research method, which was helpful in closely analyzing a group of students in order to get relevant data regarding reading and students’ development during lessons. The purpose of the study ties to the definition of a case study, as Theodorson (as cited in Duff, 2008) says:


  
    Case study has been defined as a method of studying social phenomenon through the analysis of an individual case. The case may be a person, a group, an episode, a process, a community, a society, or any other unit of social life. (p. 153)

  


  As can be seen, in case study we describe a person’s actions or behaviors in a setting. It can also be taken as a useful means to give accounts of teachers’ performances when teaching and guiding students in the learning process. Thus, a case study is part of qualitative research methods since it can give us the opportunity to explain or characterize occurring phenomena in a variety of settings. These descriptions or analyses are very important since they are all involved with students’ capabilities, understanding, and learning of a language.


  Data Collection


  In order to analyze the information gathered in the study, we used documental analysis to revise the texts students were asked to read in their reading course: “The Black Death,” “Toll House Inn,” and “English Only Laws.” These texts were analyzed taking into account discourse analysis features as lexical density, referring expressions, theme and rheme. Also, a standardized test—Preliminary English Test (PET)—was taken by students in order for us to analyze their English level. Additionally, we used observations to check the way the teacher taught reading strategies and the way students used them when analyzing reading texts. Also, the teacher’s methodology was observed in order to note the explanations he provided and the type of questions used to promote reading analysis. Furthermore, both teacher and students were interviewed in order to learn of students’ difficulties while reading and to understand the methodology used by the teacher.


  The information gathered was triangulated in order to verify if the information in one instrument was similar to the others, which is pretty significant as Cohen and Manion (1994) explain: “Triangulation techniques in the social sciences attempts to map out, or explain the richness and complexity of human behavior by studying it from more than one stand point” (p. 233).


  Data Analysis


  After collecting the data, the information was organized into four categories: Linguistic Features From Texts, Teacher’s Methodology, Students’ Reading Levels, and Students’ Reading Difficulties. In order to collect the information to analyze the linguistic features from texts, we revised the texts students were asked to read; the teacher’s methodology was studied by observations and interviews of both students and the teacher. The students’ reading levels were checked by asking students to take the PET. The difficulties students have when reading were identified by observing classes and interviewing the students. The results found are described in detail as follows:


  Linguistic Features From Texts


  To identify linguistic features from texts that caused difficulties for learners to comprehend messages from texts, we used a technique called documents analysis in which some theories based on discourse analysis and SFL were helpful in analyzing texts. The texts were analyzed in terms of anaphoric, cataphoric, and exophoric references, as well as theme and rheme progressions, topic types, genre, and lexical density.


  The linguistic characteristics of texts that affected students reading process have to do with anaphoric, cataphoric, and exophoric expressions. First we identified that the reading texts had many referring expressions, which may have caused difficulties in the comprehension of texts (see Table 1).
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  Table 1 shows specific examples in the text where anaphoric, cataphoric, and exophoric expressions were identified. The column shows each category and examples literally taken from two articles (“The Black Death” and “Toll House Inn”) used by the teacher in the reading course; the other columns show more categories and examples. As could be noticed, the texts students are asked to read have many anaphoric, cataphoric, and exophoric references. Moreover, there is a great amount of exophoric expressions, which may impede students’ understanding of the text since these phrases are part of cultural and contextual issues.


  Furthermore, we found that students found it difficult to identify these references in the text. We confirmed this information by asking students to identify anaphoric, cataphoric, and exophoric expressions in the text. When students were reading, they were asked to read the statement: “She thought that it would mix.” Then they were asked the question: “What does the word it refer to in the text?” When answering the question, the students said: “It refers to two varieties of chocolate.” Here the difficulty was because in the text it refers to the phrase a mixture described in the whole paragraph rather than the mixture of chocolate mentioned by students. Further, when students supported the reason for their choice, we identify their misunderstanding as could be noticed in the following interaction:


  
    Excerpt 1


    Teacher: Which words from the text helped you relate one idea with the other previously mentioned in the text? For example: “She thought that it would mix together”...the word it refers to?

    Student 1: Well, that it is making reference to two varieties of chocolate she had, so she said let put them together in order to see what we get from the mixture then we divided it into pieces and finally we got the so-called cookies.

    Student 2: The chocolate bar that she put on the cookie, she thought that it would mix but she got something new. (Personal communication with students)

  


  As can be seen, students find it difficult to identify anaphoric references in the text, which may cause difficulties understanding whole texts.


  Theme and Rheme


  In terms of linguistic features negatively affecting students’ comprehension, we selected texts to identify theme and rheme organization. We wanted to observe theme and rheme progressions to support findings regarding students’ difficulties processing ideas organized in a text. In order to do so, we used a careful analysis of the articles used in the reading strategies lessons and found that students were exposed to a variety of texts where theme and rheme progression was very complicated to process since ideas were not written in a simple linear progression. We identified three types of progressions while analyzing texts given to students: simple linear, constant, and hyper-thematic ones. Figure 1 shows a combination of two types of progressions: simple linear and derived hyper-thematic. The first one is evident when the rheme, which is the complement, becomes the theme (topic) of the subsequent clause. In addition, the second one appears when the theme in a clause is different but both derive and refer to the main theme.
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  Figure 1 shows the structure used: The letter T stands for theme and R refers to rheme. Horizontal and vertical lines represent simple linear progressions, which means that some sentences present in the article were written using less complex organization of theme and rheme (topic and complement). Horizontal and vertical lines are related to the same topic while hyper-thematic progressions do not follow the same topic and complement pattern. In contrast, they show an intricate progression that might confuse readers since ideas mentioned in prior paragraphs are restated or new ideas about them are included. This type of progression confused students while they were identifying topics and establishing the gist of the passage.


  We considered these progressions very complex for students to comprehend in detail in the passage since the themes and rhemes used in the article they read do not have a vertical or linear progression. Instead, the author used intricate progressions in paragraphs and sentences to develop the topic and complements in the article. Ideas that were mentioned in the first paragraph were left aside to continue with another aspect of the topic that was also related to the idea discussed. As a result, the prior idea from Paragraph 1 was developed in Paragraph 5 instead of Paragraph 2, and so on. These movements of ideas made the reader reread the statements already mentioned in the text to understand the complete idea in the text. As a result, the reader got confused when identifying the topic in the paragraphs.


  Lexical Density


  Another feature we noticed that caused students problems when reading is lexical density. We found that most of the texts students read in their lessons were dense. Findings indicated that phrases and clauses from each paragraph had a variety of content words that were difficult for students to process and understand. A short paragraph taken from the article “The Black Death” goes from 7.5 to 15 in lexical density. It can be considered difficult for students to process since the article does not use simple language. Additionally, clauses are packed with nouns, normalization, adjectives, adverbs, etc. According to Halliday and Martin (1990), if a clause of a paragraph is higher than 6 in terms of lexical density, the clause can be considered dense for learners to process. An example of the dense tense students were asked to read is presented in Figure 2.
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  As can be seen, this single clause has 12 lexical words, which make the text difficult to understand.


  On the other hand, it does not mean we are not going to give or assign these types of articles to students due to the level of difficulty they present. Instead, it is necessary to give students complex texts accompanied with good strategies and modeling in order to help them learn to read and successfully deal with the text.


  Teacher’s Methodology


  While triangulating the data obtained from observations and interviews with the teacher, we tried to find out issues regarding methodology that could negatively affect students’ reading process. We discovered that the types of questions used to help learners think and comprehend texts were, in most cases, based on the development of memory. Most of the questions used by the teacher made students recall detail data from articles or the teacher’s explanations. The teacher used that approach to strengthen students’ memory rather than developing critical thinking. Table 2 shows some of the sample questions the teacher used to ask students for information that they had to memorize from the article “The Black Death.”
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  These questions are not considered negative but take into consideration students’ reading level. They need more opportunities to practice reading using a variety of skills that will help them use critical analysis of discourse. These questions the teacher used to check students’ comprehension of articles were literal most of the time; they were used to ask about details and information stated in the passage. As a result students did not have opportunities to give opinions, discuss points of view, compare, and evaluate information.


  Questions to Activate Prior Knowledge


  In the study, we found that the teacher did not use questions to activate prior knowledge. Due to the absence of strategies to activate students’ prior knowledge such as questions, images, and so on, students were working on their own during the other reading stages. Thus, students were not given the opportunity to explore what they knew about topics and had to comprehend information without prior guidance.


  Explanations


  Another aspect of teacher’s methodology that does not contribute positively to the students’ reading comprehension process has to do with the teacher’s explanations and applicability of reading strategies. The explanations and instructions used to guide students in the reading process are complex and unclear for learners. In one of the lessons observed, the teacher used theory from a research study to explain to learners about findings regarding anaphoric and cataphoric expressions. Most of the students were confused due to the use of these technical words they were not familiar with. Additionally, the type of discourse used by the teacher was dense and difficult to process. Besides, most of the teacher’s explanations of concepts were complex due to the language or terminology used. Thus, students were not following the teacher’s intended message. Excerpt 2 supports the previous conclusions.


  
    Excerpt 2


    Explanation provided by the teacher: The anaphoric and cata-phoric is that helps you make a reference for example the ship, o the never with the cataphoric. We can study this at the end or I ask them to investigate by themselves. (personal communication with the teacher)


    Responses given by students when the explanation was given:

    Student 1: that confused me

    Student 2: What is it?

  


  As one can see, students do not have a clear understanding of the concepts and feel confused after the teacher’s explanations. Further, the teacher does not expand his explanations about the strategies: skimming and scanning. Excerpt 3 illustrates this aspect.


  
    Excerpt 3


    Teacher: Do just the scanning exercises. From 1-8 please write your full name. OK?


    Teacher: OK scanning look over the article quickly to find the following information. Remember that scanning is looking for specific information. So do not read the article just look for these parts.

  


  As can be seen, the definition was not accompanied with examples or tips to help the learners understand how to implement these strategies when reading. These strategies were not modeled in the presentation stage. The teacher just read the definition and left students to complete the task on their own.


  Students’ Reading Levels


  During various analyses of data gathered in interviews, observations, PET, and diaries completed by students, we can state that students do not reach high levels of reading analysis in the reading course. That is, students have difficulties stating in their own words the intention or purposes of information. Furthermore, students have problems going beyond data and discovering aspects regarding alignments and the importance of language choices in texts. They read to answer detailed questions that imply the use of memory to recall information and provide literal accounts extracted from content.


  In the test and interview applied to students, we found that students need more opportunities to explore other types of questions that involve critical analysis. Students have problems identifying text types and intentions involved as well as grammar choices. They find it difficult to talk about the type of text that they are reading. In the following accounts, students provided information about genre and text types, but they were not able to give accurate responses when they had to explain the genre in the text.


  
    Student 1: Maybe, information genre. That is informing something about a disease that happened in the past.


    Student 2: Narrative. Because it tells us about what happened in the story, what happened with the cookie and people? It tells us a story by asking us whether we know the cookies or not, if we know how they were make, and it tells us they were very delicious. So, like a story.

  


  Students’ Reading Difficulties


  The last category is related to students’ reading difficulties. We used some diaries and interviews to ask students questions regarding difficulties they face when reading articles. After the triangulation, we discovered that students find it difficult to deal with unknown words or phrases. They have not received training in the use of strategies to figure out the meaning of words in the text. Thus, lexical accessibility has become a major problem for comprehending data. This is evident in the following account provided by one student:


  
    When I was reading, there was like a pause because there were two or three words in the same paragraph and line. So, I lost my ideas and didn’t comprehend the message because I had to look for them in the dictionary. So, I had to read again.

  


  Overall, we found many aspects that needed improvement in order to help learners succeed in reading comprehension. Tools regarding the use of discourse analysis are fundamental when analyzing and discovering specific features that cause problems for learners when reading. Additionally, we can use these features as very useful tools to help learners deal with a variety of texts. Teachers need also to modify or improve methodologies and activities to provide new opportunities for students’ reading development.


  Conclusions and Implications


  We based the following conclusions on the objectives we stated at the beginning of the article. We wanted to know the possible influence of linguistic features of texts on students’ reading process. We also needed to discover the way reading was developed in the reading course. We tried to identify methodologies, strategies, and interaction patterns. Further, we identified students’ reading levels and difficulties they faced when dealing with texts to be able to find their weaknesses in terms of students’ reading comprehension. We analyzed all these aspects through a variety of instruments, which led us to the following conclusions:


  Features that we identified in texts that caused students difficulties in understanding articles are highlighted in the following aspects:


  
    • Students do not manage aspects regarding referring expressions. It is difficult for them to identify cataphoric, anaphoric, and exophoric expressions in texts. Students are not accustomed to identifying words, especially pronouns that refer to words given earlier or later in a passage.


    • Theme, rheme, and type of progressions affected students’ reading process. Learners are not good at following the development of ideas in the texts. They need more practice in being able to recognize how ideas are presented by authors as well as their intentions. Texts used by the teacher had a variety of themes and progressions; for example, hyper-thematic, simple linear, and constant. These combinations affected students’ reading process due to an unawareness of these important aspects when reading. Students found it difficult to follow ideas since most of the texts given have very intricate progressions, which are very hard to understand. These moves resulted in learner’s feeling lost and forgetting the ideas already mentioned.


    • Articles are highly dense for students to comprehend ideas in detail. Clauses are packed with nominal groups and words unknown to students. Texts are not studied in advance by teachers to help learners manage issues regarding words, contexts, places, structures, and so forth.


    • Exophoric references in the articles caused students difficulties when inferring aspects regarding time, culture, spaces, and contexts that were not mentioned and stated in the text analyzed.

  


  During the analysis of linguistic features, we noticed that students have difficulties dealing with text types. Students do not know if the text they are reading is a narrative, expository, or argumentative text. Thus, when we asked students questions regarding the structure of texts and types of texts, they were unable to analyze these aspects in detail.


  Another feature that was not helpful for students to understand articles provided by the teacher is theme and rheme progressions. The articles chosen to develop reading in class have a variety of progressions. One of the texts we analyzed—“English Only Laws”—has three types of progressions: simple, constant, and split. These combinations confused the reader since ideas did not follow the same type of progression. Instead, they were interrelated or intricate in the text. Therefore, students struggled to restate issues already mentioned in the text or in previous clauses to get a better understanding of further ideas.


  Additionally, lexical density was another feature we studied in detail due to students’ complaints in terms of understanding words. In the three articles we analyzed, we found that they are dense for students to comprehend; they contain some technical and unknown words. Most of the texts exceeded the amount of lexical words proposed by Halliday and Hasan (1989). They state that the number of lexical items cannot be higher than six since the clause or paragraph will be dense. In the passages we analyzed, the amount of data written in a clause affected students’ understanding since ideas were packed and written using complex language.


  One of our objectives refers to the identification of students’ reading levels. From this analysis, we can conclude the following:


  The majority of students are at literal level of analysis. They are asked to memorize data or answer detail questions. Learners are skillful at managing literal questions and simple reading activities. However, upon exposure to critical and comprehension analysis, they evidenced some weaknesses. Around 25 percent of the students can be placed at a basic comprehension level of analysis; they are able to get the gist of a passage, paraphrase, and interpret messages. In addition, some of the students know how to identify supporting details and main ideas. Regarding level of analysis, eight students out of 28 are able to compare tables by using logical deduction, analyzing situations, and finding solutions. Furthermore, some students from the reading course were identified as having a critical analysis level. We found this data when interviewing students by using texts and critical discourse analysis tools. Three students were skillful at finding anomalies in texts, author’s intentions, referring expressions, constituents, etc.


  In general, learners are accustomed to skimming and scanning data rather than actively discussing the author’s intentions, language choices, and points of view. They have been training their memory to answer detailed questions and manage concepts and definitions. Thus, we can say that we should give students more opportunities to learn about other strategies in order to strengthen and develop critical reading that requires learners to go beyond the basic information. In the study, just a very small group of students was able to reflect and use comments that are more critical on some questions designed to get details regarding students’ reading levels.


  Likewise, we found that learners need favorable conditions to learn how to apply strategies dealing with problems in terms of lexical accessibility and grammar structures. In diaries and interviews, students stated they have problems dealing with unknown vocabulary, especially technical words. Moreover, students struggle to complete the assignments since they lack the strategies needed to cope with it. Most of the texts used were lexically dense. Vocabulary choices from the articles used specialized language that required support from teachers’ explanations and vocabulary techniques to help learners overcome these difficulties.


  One of the objectives selected for the study has to do with the identification of teachers’ methodology to enhance reading. From this main issue, we concluded that the methodology used to help students read only gave them the opportunity to strengthen their memory. Besides, observations showed that the methodology used to develop students’ reading strategies and help them comprehend data needs to be carefully redesigned so that students understand that reading is an active process. Materials given to students were not authentic. Students were asked to read texts that were adapted or taken from reading books or booklets specifically designed for teaching. Students need more opportunities to use a variety of genres to be able to interact with different topics and text structures. Instead, they were given texts and assignments without a reading purpose. Additionally, the teacher is not acquainted with students’ needs, lacks, likes, and dislikes regarding reading skills. This teacher planned materials and lessons to follow a program and apply techniques he considered useful for students to learn from and develop skills to comprehend information.


  The final aspect we wanted to identify in terms of reading development had to do with the difficulties students considered they faced when they read a text. In interviews, students stated that they did not understand some texts due to unknown words and grammar issues. Furthermore, they also mentioned they needed to read texts or ideas presented in articles several times because they found it difficult to recall information mentioned previously.


  All in all, the experience with the project made us reflect on approaches and methods used to teach reading. On the other hand, it gave us new insights on the creation of activities and lessons based on SFL and discourse analysis as well as in using these approaches to teach learners issues regarding anaphoric, cataphoric, and exophoric expressions. Also, concepts regarding genre, text types, and structures, theme, rheme, and lexical density are meaningful techniques to awaken students’ curiosity and interest to read critically. Thus, SFL and discourse analysis can be seen as very good tools in order to study texts or articles before giving them to students. They can be seen as very meaningful opportunities to teach students to read differently and critically.

  


  References


  Celce-Murcia, M., & Olshtain, E. (1995). Discourse and context in language teaching: A guide for language teachers. Cambridge, UK: Cambridge University Press.


  Cohen, L., & Manion, L. (1994). Research methods in education (4th ed.). London, UK: Crum Helm.


  Demo, D. A. (2001). Discourse analysis for language teachers. ERIC Digest. Retrieved from ERIC database. (ED456672)


  Duff, P. (2008). Case study research in applied linguistics. New York, NY: Lawrence Erlbaum.


  Halliday, M. A. K., & Hasan, R. (1989). Language, context and texts: Aspects of language in a social-semiotic perspective. Oxford, UK: Oxford University Press.


  Halliday, M. A. K, & Martin, J. R. (Eds.). (1990). Readings in systemic linguistics. London, UK: Batsford.


  Horwitz, E. K. (2008). Becoming a language teacher: A practical guide to second language learning and teaching. Boston, MA: Pearson Education.


  Lewis, M. (1996). The lexical approach: The state of ELT and a way forward. Hove, UK: Language Teaching Publications.


  Martin, J. R. (1984). Language, register, and genre. In F. Christie (Ed.), Children writing: Reader (pp. 21-30). Geelong, AU: Deakin University Press.


  McCarthy, M. (1991). Discourse analysis for language teachers. Cambridge, UK: Cambridge University Press.


  Porter, S. E., & Reed, J. T. (Eds.). (1999). Discourse analysis and the New Testament: Approaches and results. Sheffield, UK: Sheffield Academic Press. Retrieved from http://books.google.com/books?id=DRHGSivdC9IC&printsec=frontcover&hl=es#v=onepage&q&f=false


  Seliger, H. W., & Shohamy, E. (1989). Second language research methods. Oxford, UK: Oxford University Press.


  Wallace, C. (2003). Critical reading in language education. Basingstoke, UK: Palgrave Macmillan.

  


  About the Authors


  Paula Andrea García Montes is a part time teacher at Universidad de Córdoba (Colombia). She holds both a specialization in language teaching and a Master degree in Education from Universidad del Norte, Barranquilla. She is a member of ESCU research group (Estudios Curriculares) at Universidad de Córdoba.


  Ana María Sagre Barboza is a full time teacher at Universidad de Córdoba (Colombia). She holds a master degree and a specialization diploma in education and English Language Teaching and investigation from Universidad del Norte, Barranquilla.


  Alba Isabel Lacharme Olascoaga is a full time teacher at Universidad de Córdoba (Colombia). She holds both a Master degree and a specialization diploma in language teaching and Education from Universidad del Norte, Barranquilla. She is a member of a research group AHEAD at Universidad de Córdoba.

  


  PROFILE Issues in Teachers' Professional Development

  Vol. 16, No. 2, October 2014 ISSN 1657-0790 (printed) ISSN 2256-5760 (online)


  Critical Socio-Cultural Elements of the Intercultural Endeavour of English Teaching in Colombian Rural Areas


  Elementos críticos socioculturales de la labor de enseñar inglés en áreas rurales colombianas


  Sandra Ximena Bonilla*

  Universidad Distrital Francisco José de Caldas, Colombia

  Ferney Cruz-Arcila**

  King’s College London, United Kingdom


  *ximenabvonilla@gmail.com

  **cruzferney@yahoo.com


  This article was received on October 22, 2013, and accepted on March 25, 2014.

  


  This article reports a study done with five English language teachers in Colombian rural areas. Questionnaires and interviews were used to see how these teachers understand their professional practice considering the contextual features of their regional workplaces. Amongst the findings, we noticed that these teachers have to mediate between local and global tensions and also deal with socio-cultural matches and mismatches in their labours. It is hoped this work raises awareness of critical socio-cultural factors involved in the teaching of English in rural settings and of the complexity of its intercultural dimension.


  Key words: Rural areas, rural education, sociocultural factors, teaching English as a foreign language.

  


  Este artículo reporta los hallazgos de una exploración sistemática hecha con cinco profesores de inglés en áreas rurales. Se usaron cuestionarios y entrevistas para vislumbrar la forma como ellos entienden su práctica profesional considerando las características contextuales de las regiones donde trabajan. Dentro de los hallazgos notamos que los profesores tienen que mediar entre tensiones globales y locales; además, tienen que enfrentar discordancias y concordancias socioculturales en su labor. Se espera que este trabajo cree conciencia sobre factores críticos socioculturales involucrados en la enseñanza del inglés en zonas rurales y sobre la complejidad de su dimensión intercultural.


  Palabras clave: área rural, educación rural, enseñanza del inglés como lengua extranjera, factores socioculturales.

  


  Introduction


  Since 2004 when the National Programme of Bilingualism (NPB) in Colombia started, educational institutions all over the country have been undertaking actions to try to reach the goals the Programme has set out. Schools and universities have implemented new strategies, have increased the number of hours to learn the subject matter, and have even included dramatic changes in their curricular organization. Likewise, the aforementioned linguistic policy has generated a series of social and cultural implications by mandating every Colombian citizen in rural and urban areas to be instructed in English. In this context, the role language teachers play in the national educational system is paramount. Therefore, it is necessary to fully understand the significance of the teachers’ work.


  As a result of the importance being attributed to English language teaching, a great range of different studies have been conducted in recent years dealing with issues such as language teaching methodologies (López & Bernal, 2009; Pineda & Frodden, 2008; Viáfara, 2011), interculturality (Olaya & Gómez, 2013), a recent trend in information and communication technologies (ICT) (Rodríguez & Hine, 2009), as well as classroom interaction and discourse analysis (Castañeda-Peña, 2008). Similarly, some other research actions have been taken regarding the NPB, including its limitations and implications (Cárdenas, 2006; Guerrero, 2008; Sánchez & Obando, 2008). Yet little attention has been paid to the ways in which foreign language teaching has been dealt with in rural areas or to the ways in which language teachers in these regions have made sense of what they do. Given this panorama, we decided to focus on the critical socio-cultural aspects involved in the English language teaching exercise from the rural teachers’ own perspective.


  The inspiration for this paper comes from an interest in exploring the socio-cultural dimension involved in the process of English language teaching in Colombian rural areas in an attempt to envisage the implications for English teachers who develop professionally in rural work settings. Hence, the study was guided by the following research question: What are the critical socio-cultural elements involved in the teaching of English as a foreign language (EFL) in Colombian rural areas unveiled through teachers’ perspectives of their professional milieu?


  In this paper, first, we briefly discuss the main theoretical tenets of the study. Conceptualisation of rural education problematized by the relationship of socio-cultural factors of EFL teaching is the core of the discussion. Second, we explain how we conducted the exploration with a group of randomly selected rural teachers from different parts of the country. Finally, we discuss the emerging findings, which mainly show that there are critical sociocultural elements which shape not only EFL rural teachers’ practice but also their professional role. Conclusions indicate that rural English teachers in Colombia face particular challenges that, as with many other actions taken when implementing a national policy, have been overlooked.


  Education in Colombian Rural Areas


  According to Perfetti (2003), in Colombia there is a great historic gap between rural and urban systems of education. Lakin and Gasperini (2004) explained that this rural-urban gap in developing countries is caused by several reasons such as lack of schools, overcrowded classrooms, underequipped schools, children required to work, and teachers being under-qualified as well as not supported and poorly remunerated (see also, World Bank, 2007). Several years have passed from the time Perfetti, Lakin and Gasperini conducted their studies and the Colombian rural educational reality is still characterized by the aforementioned features that place language teachers in a difficult mediating situation between a linguistic policy and diverse context-bound, socio-cultural, economic, ethnic, and political conditions (Cruz-Arcila, 2013).


  At this point, it is relevant to clarify what is usually conveyed as rural. On the one hand, da Silva (2004) explained that this is a term used to refer to areas of scarce population and that the concept can be very confusing except when understood from a geographical point of view. On the other hand, Castro and Reboratti (2008) proposed a continuum to deal with the complexity of what can be considered “rural” based on the number of inhabitants in it. These authors maintain that an area can be considered rural if it has less than 2,000 inhabitants. It can be considered urban if more than 50% of its people live in an urban setting. Likewise, if an area has from 19% to 49% of its inhabitants in rural areas, it is considered an intermediate region.


  In our exploration, we found that in Colombia the rural and urban concepts have been traditionally related to a geographical perspective much more than by using a continuum. Therefore, it is common to find urban areas with even less than 2,000 inhabitants in the administrative centre of municipalities (da Silva, 2004). Notwithstanding this fact, for our study we contacted language teachers who work in rural areas in different levels of the continuum proposed by Castro and Reboratti (2008).


  Socio-Cultural Factors Involved in Teaching EFL in Colombian Rural Areas


  Considering the relationship between socio-cultural factors and the teaching of EFL, this article stands on the premise of viewing language as the means for the intercultural exchange the participants take part in (Cruz-Arcila, 2007; Kramsch, 2008; Vez, 2001). In language teaching, language is often seen from a narrow perspective when the processes of learning and teaching it are focused on the learning of the language itself (Kumaravadivelu, 2003). Other attempts to understand language teaching beyond its formal dimension have endeavoured to show it as an instrument of communication (Larsen-Freeman, 2000). However, both views of language teaching fail to account for a comprehensive perspective of what language teaching and learning entail. Language facilitates human expression; therefore, it is developed in the social and cultural dimensions of each individual. From this last view, language is an expression of social diversity, ideologies, and power relationships. Language permits the interrelation of values, beliefs, attitudes, and actions (Bourdieu, 1998; Foucault, 1984; Gee, 2005; Velásquez, 2002).


  Taking into account language from the previous wider perspective, it is necessary to consider the socio-cultural factors of the teaching of English. The task of teaching English as explained above constitutes an intercultural association which bridges or challenges the approach to language (Vez, 2001). In other words, the cultural backgrounds of teachers and students taking part in the language learning process might share aspects that consequently may facilitate cognitive associations. On the contrary, if they do not share them, this would undermine those associations (Kramsch, 2008). Intercultural communication has been a commonly tackled matter in foreign language teaching by scholars such as Abdallah-Pretceille (2001), Byram (2000), Kramsch (2001), and Oliveras (2000), among many others. In this trend, researchers have also studied the role of culture in the foreign language teaching classroom (Byram & Risager, 1999; Cortazzi & Jin, 1999; Hinkel, 1999, 2005; Kramsch, 1993, 1995, 1998). Although in some cases culture has been objectivised and seen as an additional goal in language teaching, more than an inseparable aspect of language (Kramsch, 1995), the relationship between language and culture has been cleared up thanks to the contributions provided from these studies. In the case of this article, we have delved into the relationship of critical socio-cultural factors involved in the endeavour of teaching a foreign language. The analysis of cultural factors in the process of foreign language teaching has usually prioritised the analysis of the foreign target culture (Byram, 1989; Nieto, 2002). In the same vein, the intercultural process taking place in the teaching and learning of a foreign language focuses mainly on the target and native cultures. This fact leaves behind the intercultural intricacies of the participants involved (Trujillo, 2002). In our study, we also explored the relationship between the target language and the culture of teachers and students involved in the process as well as the implications derived.


  At this point, it is relevant to explain what socio-cultural factors mean and the components they have. The term socio-cultural is a twofold concept which contains different senses but complementary links (Kramsch, 1995). In the first case, culture in a broad outlook is understood as follows:


  
    A series of institutions, rules, rituals, conventions, categories, designations, appointments, and titles that constitute an objective hierarchy and which produce and authorise certain discourses and activities. But it is also constituted by, or out of, the conflict which is involved when groups or individuals attempt to determine what constitutes the capital within that field, and how that capital is to be distributed. (Webb, Schirato, & Danaher, 2002, pp. 21-22)

  


  Then, the different dimensions that compound culture shape the behaviour of a group of individuals. At the same time, these elements form boundaries that make this group see reality aligned in them. This action causes people in each group to develop particular interests around their roles in society and their expectations (Brislin, 1993). Based on this observation, Bourdieu (1976) is our reference to define the social dimension of the socio-cultural whole. He defines society as an objective structure that tends to reproduce capitals through institutions like family, education, and marketing. In this fashion, reality becomes naturalized in the human interaction; it becomes unquestioned and taken for granted.


  In order to make a connection between the previous ideas and what has been developed by Nostrand (1967) and Seelye (1984) from a socio-linguistic perspective when defining the concept of culture in language teaching, we schematize the elements that we consider intertwine in a socio-cultural view for English teaching in rural areas (see Figure 1).


  [image: ]


  Figure 1 contains the aspects that overlap the enterprise of English teaching in any context and, at the same time, they constitute the relevance of this study in rural areas. The components we established are economic situation, formal and functional constructs, social needs and class, social relationships and behaviour as well as the cultural and historical heritage of the groups involved. The economic situation has to do with the money-making development each of these cultures embraces. Bourdieu (1976) explains that the economic capital enables individuals to access and comprehend others’ cultural capital. The formal and functional constructs have to do with the levels of conventionalism that language involves and the purposes it has in certain society. For example, the use of words, expressions, gestures and so on, that are used in a social meeting among colleagues. In addition, social needs and class refer to what each culture would set as primary goals at the economic, educational, and social levels. Social relationships and behaviours comprehend the social roles familiar to the people of the group. The behaviours that frame politeness, confidence, and insecurity are also part of this aspect. At last, this socio-cultural approach includes the cultural and historical heritage that embeds the traditions that are part of the rituals of the community and the value added to them (Nostrand as cited in Kramsch, 1995). The comprehension of these elements leads us to try to find how they further affect the development and professional growth of English teachers in rural areas.


  Method


  This study was underpinned in an emergent research design; the data collected were mostly textual in nature, their focus on the participants’ views of the phenomenon and the findings were reached following an interpretative process. These characteristics made the study qualitative (Dörnyei, 2007). We did not have a fixed plan to follow; on the contrary, since our main concern was to contact language teachers from rural areas we decided to be as flexible as possible in terms of the procedures we should follow to collect data from them. We collected data mainly through questionnaires and audio recordings, and semi-structured interviews. Investigator triangulation1 (Freeman, 1998) took place when collecting and analysing data.


  Participants


  We are language educators who work in the capital city of Colombia and our desire to explore rural language teachers’ insights represented quite a challenge in terms of finding those teachers willing to participate in the project. As a result, convenience sampling criteria (Merriam, 2009) were used. We obtained five participants. Two of them were our students in a Master degree program, two of them were contacted in a lecture they attended, and the other one was referred by a colleague (see Table 1 for a profile of participants). A consent form to participate in the project was given to them to sign to guarantee confidentiality of the data provided.
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  Data Collection and Analysis


  To collect data we used questionnaires and semi-structured interviews. These two instruments allowed us to gather rural teachers’ insights regarding the understanding of their professional role in their work settings. The questionnaires were useful to gather information in non-face-to-face situations (Freeman, 1998) and to obtain the facts, behaviours, and attitudes the participants held towards the phenomenon of interest (Dörnyei, 2007). By means of this instrument, we collected information regarding the professional background of the participants, their feelings about working in rural areas, their knowledge and opinions about the Colombian linguistic policy and so forth (see Appendix A for questionnaire). The semi-structured interviews served to gather information from those participants we had closer contact with. Specifically, this instrument was used to gather more in-depth data about their experiences, feelings, concerns, and values (Gay & Airasian, 2000) related to the teaching of English in rural areas (see Appendix B for sample questions).


  We followed the grounded approach to analyse data. That is, we started the analysis without pre-establishing any categories. Instead, we named key ideas and concepts, grouped those ideas, found relationships and patterns, displayed the data, and finally, we defined the general categories emerging from the whole process (Freeman, 1998).


  Data analysis led us to reach some insights regarding the way socio-cultural factors of English language teaching mediate this endeavour in Colombian rural areas and how language teachers have made sense of their professional role. It also led us to draw some implications for the practice of English language teaching in Colombian rural contexts.


  Findings


  Since intercultural relationships mediated the analysis of data collected, it is relevant to identify some key cultural layers involved in the EFL classroom. These were evident in the study as follows: (1) The teachers’ culture (mostly urban), (2) the students’ culture (rural) and the culture of the target language (English). This distinction, although not evident in the findings separately, played a major role in the internal organization of the categories.


  Taking into account that when we talk about an intercultural experience in this study, we refer to the ways in which the cultural exchange happens not only between the native and the foreign language but also between the teacher’s and the students’ cultures. We found that in our scheme there are elements that become crucial in the language teaching and learning development of English in rural areas in Colombia and this discovery led us to convey the following four emerging categories: Matches and Mismatches of Socio-Cultural Realities Encountered in the Classroom, Learning English Between Global and Local Forces, A Socio-Cultural Dimension Sheds Light on English Teachers’ Professional Growth in Rural Areas Empowering Otherness Rather Than Formal Training, and The Challenging Socio-Economic Dimension That Frames Teachers’ Labour.


  Matches and Mismatches of Socio-Cultural Realities Encountered in the Classroom


  This category has to do with the diverse real- ities that coexist in the context of the EFL classroom in rural areas. According to Byram (1989), to teach a new language is also to introduce students to a new system of meaning and its associated symbolic representations. As the realities involved in the classroom are so different in all the aspects of socio-cultural dimension mentioned in our theoretical discussion (economic situation of the groups involved, formal and functional constructs, social needs and class, social relationships and behaviours, cultural and historical heritage [Galloway as cited in Omaggio, 1993; Nostrand, 1967; Seelye, 1984]), there is a condensed and variable emerging reality created in the multicultural classroom. This new cultural environment contains matches and mismatches coming from the intercultural relationship developed through the teaching of the language that may facilitate or limit either the learning or the motivation for learning the foreign language.


  One of the mismatches addresses the critical socio-cultural balance in the aspect of social needs and class that delineate a disposition or motivation to learn another language. Different cultures have been transformed by social factors such as media and policy that indirectly have created realities and have made them common know-ledge (McLaren, 1997). In the case of students in rural areas whose cultural needs have been more influenced by community and family coexistence (Lakin & Gasperini, 2004), the learning of a foreign language does not represent a priority while this fact is, of course, not the case for the teachers whose cultural priorities have been transformed more directly by the bilingual educational policy in Colombia. Indeed, they have invested a great effort in learning the language and consider students should value it the way they do. In this sense, English language learning becomes, for teachers, an important goal to be reached and their beliefs point to their seeing it as a life priority. On the other hand, for rural students whose lives have been more focused on farming with its focus on physical labour, a foreign language is considered unimportant. It is seen as merely an additional subject to learn in the academic repertoire of school subjects. This idea strengthens their considerations for the language as somewhat irrelevant in the future reality. For example, María stated:


  
    Some [students] like English and they want to learn. Others do not see why that is useful, its utility or functionality because in their context that is not used and they do not have expectations of continuing higher education.2

  


  The excerpt also allows observation of how teachers’ ideas about their students’ realities are grounded in the attitudes shown in the classroom.


  Recalling Richards and Lockhart (2006), beliefs in a language influence greatly someone’s disposition for understanding its importance. In this case, it is clear that the teacher struggles with the students’ reality to attempt to get them to understand the relevance of learning English. The teacher expects her students to value the English class whereas students’ reality does not demand the knowledge of a foreign language. This aspect also has to do with what Kramsch (1995) refers to when she talks about the relationship between culture and language as a linguistic mediation in a “discourse community that is both real and imagined [and in this relationship] language plays a crucial role not only in the construction of culture, but in the emergence of cultural change” (p. 85). Trujillo (2002) refers to this as cultural schemata stimulation.


  Then, it is positive when both teachers and students are able to see the goals of the language out of the confines of the classroom experience as this would envision a future reality for a change. However, the cultural reality lived by students in rural areas differs from the teachers’ view and does not show them a possible goal that includes the use of a foreign language. Within the classroom interactions, a struggle for the importance of the language comes into play. On the one hand, teachers adopt a defensive view of the language as a life goal. On the other hand, rural students mainly have an immediate ambition of fulfilling a personal goal—finishing their secondary studies—and not a professional one.


  However, we could also identify a sociocultural match between the teacher’s and students’ motivations that is built upon their cultural and historical heritage (Nostrand, 1967; Seelye, 1984). For example, according to Manuel,


  
    It is difficult to motivate students with the English language. However, they still preserve the values of a small community in which we [teachers] can work, these values allow our work to be manageable and that we feel eager to do what we have to do.

  


  In the case of this teacher and his students, there is an intrinsic cultural match as the teacher feels identified with the values of the discourse community. We have to stress here that most of the teachers in the interviews revealed that although they grew up in an urban area, they went to teach in a rural area mostly because of family ties: either their families or themselves live or have lived in rural areas. The teacher quoted above pinpoints “the values of a small community” that reflect his ideas on what a small community is. Bourdieu (1976), Brislin (1993), Canagarajah (2005), Hinkel (1999), and Omaggio (1993) have agreed on saying that ideas involved in our culture are our own biases to perceive other realities. In this sense, what the teacher considers valuable in the behaviour of a small community is what helps him develop his job as a teacher in a rural area even when there are contradictions.


  Learning English Between Global and Local Forces


  This second category has to do with tensions related to the forces of globalisation that have influenced rural communities and teachers differently. In this sense, we can say that worldviews of teachers and students point to different routes. In one way, one of the clearest representations of local culture is in students’ cultural ties to their family backgrounds. Rural families have not been impacted so severely with the idea of learning a foreign language that has come with globalisation. In Colombia, policies for education have been highly influenced by globalisation and the need of learning the English language has been one of the driving forces behind that. This idea has been spread around the country with the goals of the NBP and, of course, it has more intensely involved English teachers. This is particularly the case in rural areas as teachers carry the responsibility of working towards the accomplishment of these goals. Thus, framing their cultural ideas over the language is not only a personal and professional desire but also a national requirement.


  Students in rural areas have been impacted more softly as they see their priorities in other fields. Specifically, rural students are happy and comfortable living on their farms and their future expectations are balanced to preserve family links through the heritage of work and values of responsibility to protect them. If we consider the socio-cultural dimension of social relationships and roles, we can see that they are more connected to their concept of family. On the other hand, considering family heritage as part of the motivation to learn the language (Nostrand, 1967; Seelye 1984), the importance parents give to learning a foreign language is secondary. Consequently, in most cases, students’ source of motivation to learn English is tied specifically to their academic context. Their families have not had contact directly or indirectly with the language and do not assume it as imperative. Therefore, their heritage makes them feel there are more prominent factors to focus their attention on. This can be evident in the following extract where Madga pinpointed that:


  
    They [students] say “my future is in here, in here where I have the coffee fields” or in their tribes, in the organization that they already have but they do not see beyond that, for example leaving this country not even going to Bogotá or becoming professional...The major ambition is to become a police officer.

  


  Moreover, this excerpt allows us to see how for tribes, the specific case here, the learning of a foreign language is not a necessity. On the contrary, it can be considered a threat to their traditions since preserving their language is a symbol of preserving their culture (Kramsch, 1995).


  As mentioned above, English teachers become directly influenced by globalisation through the demands organised in educational policies. In Colombia, the government has committed English language teachers to a policy that is supposed to make the country bilingual by 2019. This fact has caused teachers to feel the weight of social responsibility in trying to fulfil those goals (Cárdenas, 2006; Guerrero, 2008). Bearing in mind that teachers’ socio-cultural reality in this case frames the importance for developing a country’s goal at a global level, it also represents an irrelevant goal at a local level for students since other needs are prioritised in their life decision making. Consequently, the teaching of the language in rural areas becomes a process highly influenced and mediated by two forces: global and local demands. Magda also described her sentiments of frustration when she sees that her students do not advance as they are supposed to in the frames of the government’s demands:


  
    In my school there is also an agreement with SENA (a national institute for technical education) but they do not teach an English course as such. I just believe that I will sign this year saying that students have supposedly achieved a B2 level. Imagine, when this is not true!

  


  This participant emphasises that given the fact that the government has invested in and made efforts to develop links with institutions in charge of supporting teachers, she feels that she has the responsibility of demonstrating that students have reached the goals even if that is not true. In spite of this situation, she is being requested to do so. Canagarajah (2005) suggests that in the cultural struggle of globalization of local communities, English teachers have found ways to dialogue and to negotiate the priorities of these forces. However, as it is clear here, the results of this dialogue are not leading to real positive results since the socio-cultural factors have been overlooked.


  A Socio-Cultural Dimension Sheds Light on English Teachers’ Professional Growth in Rural Areas Empowering Otherness Rather Than Formal Training


  Exploring the socio-cultural dimension of English teaching in rural areas was also a window through which to observe what happens in the professional development of English teachers there. When analysing teachers situated in rural areas, we found that their professional growth does not follow parallel routes like those of teachers in urban areas. It is commonly known that teachers develop this process by establishing links between received and experiential knowledge (Wallace, 1991), theory and practice (Korthagen, 2001), and developing sense in their practice (Schön, 1983). Usually this process occurs by including formal assistance by attending seminars, conferences, and formal education.


  When analysing the teachers’ accounts, it was possible to see that their professional development occurs quite differently. Although one of the issues relies on the accessibility teachers have to formal academic activities such as training sessions, they realise that investing time and efforts to reach these goals does not compensate them with something they can really apply in their reality. Instead, these teachers chiefly become progressively permeable to students’ culture and their transformation sensitizes them more to otherness. For example, as Martín says, “[teaching in rural areas] gave me the possibility to know a culture that many think does not exist.” Thus, sharing time with the community to understand what the others are and what their culture implies rather than formal training becomes relevant for their professional evolution.


  Teachers in rural areas do not have many chances to work cooperatively with their peers due to their geographical separation. So, their work stands in isolation. Alternatively, it is imperative to work more on their experiential knowledge (Korthagen, 2001; Schön, 1983; Wallace, 1991) as this does not correspond to a certain group of principles developed in theory. Since this experiential knowledge is integrated by more intuitive judgments, teachers value the fact of being in a particular community. In turn, this fact implies that teachers’ professional empowerment relies more on the socio-cultural knowledge and familiarity with the local community, as suggested by Martín. Empowerment takes place when people who are not normally given the possibility to make strategic life choices acquire the ability to do so (Kaebber as cited in Zhao, 2011). It is “a process through which people and/or communities increase their control or mastery of their own lives and the decisions that affect their lives” (Kreisberg, 1992, p. 29). In short, we found that rural teachers’ professional development can be enhanced greatly by alternative actions oriented toward understanding and getting involved in the local community.


  The Challenging Socio-Economic Dimension Frames Teachers’ Labour


  This last category explores the economic aspect of the socio-cultural dimension of English teaching and the way it frames the teachers’ labour in the classroom. As we have already explained, the socio-economic dimension here has adopted Bourdieu’s (1976) view of economic capital. This broad concept helped us analyse the socio-cultural factors for the teaching of English in rural areas as problematic since economics as a social factor delineates the access that cultures have to cultural capital.


  Even though we are aware of the fact that socio-economic factors embrace a broad field of discussion, in this category we address them mainly in terms of exposure to opportunities for meaningful language use. Then, our analysis consisted more of understanding how students and teachers in rural areas take advantage or struggle with resources and the impact they considered this fact had in their intercultural exchange with students. Benson (as cited in Pennycook, 2000) gives importance to the understanding of the whole context of the classroom to be able to mediate with the real needs students have in their learning process. He suggests that “in proposing a political orientation of learner autonomy, they would embrace issues such as the societal context in which learning takes place, roles and relationships in the classroom and outside” (p. 91). From this perspective, foreign language teachers in rural areas express that they undergo a lack of resources that is also linked to the limitations they may have in their intercultural exercise when trying to teach English.


  Due to the economic difficulty of living in rural areas, some teachers became pessimistic when they found that access to resources hinders their intercultural exercise between students and the target culture. In this regard Mónica states that:


  
    The lack of materials, didactic resources, books and the like, it is an obstacle for the appropriate teaching of English. They [students] do not even have an English dictionary.

    There are places where English is not even taught and if this is taught, it is by using street handbooks that are full of mistakes and children learn them.

  


  As Mónica explains, the lack of resources is an issue that becomes too complex to be solved by a teacher’s pedagogical skills alone. The excerpts show how the teachers’ resourcefulness might lead them to think that using unreliable materials sold on the street could still be useful in their job. Bourdieu’s (1976) ideas help us explain that this lack of resources impacts the access students can have to the cultural capital, which, in this case, would be the target language. Without this contact, students lose learning opportunities. Students neither have access to appropriate didactic tools nor to proper language input. The socio-cultural dimension lived by the students would also limit students’ extra resources that other contexts might provide. For example, daily practices in urban areas would probably include contact with the target language, while in rural areas contact with foreign languages is rather scarce if non-existent. Mónica also makes this explicit when she emphasizes that practising English is not even part of students’ habits: “In the community there are not even habits to listen to music in English.”


  According to the explanation above, the establishment of this category contributed to identifying how policies that attempt to measure results coming from the teachers’ work regarding the application of nationwide bilingual programmes are arbitrary. Standard evaluation of students’ proficiency has been also used for both rural and urban contexts without any differentiation. Then, this category highlights the fact that socio-cultural factors need to be taken into account to establish more particular frames of result (Cuesta, 2008; Hannum, Irvin, Banks, & Farmer, 2009).


  Foreign language teachers of rural areas acknowledge that the socio-cultural and economic issues are the ones which affect more directly the way to give account of their students’ achievements. Teachers say that rural students are ignored not only because they belong to disadvantaged areas but also because the policies idealise contexts that do not have the features of rural areas. This can be seen when computers were supplied to schools to allegedly give teachers more tools for their pedagogical exercises, but ended up being of little use, as reported by Magda: “We have computers but there is no internet connection, then you have to work like when you are lacking all the resources anyways.” Consequently, if policies are applied taking into account only the superficial layer of socio-cultural conditions which is supplying the study material, all the other dimensions are ignored and the results would hardly be the same as those in urban areas.


  Conclusions and Implications


  The purpose of this article is to characterise the socio-cultural intricate features of the teaching of a foreign language in rural areas in Colombia. We established as the core of our analysis the relationship between teachers and students as the cultural participants involved. In this task, we proposed a scheme to separate the elements that compose a socio-cultural dimension of language teaching specifically in rural areas. After this, we realised that there were factors that revealed critical areas for teachers to be able to cope with the expected learning results. Those factors were primarily found in social needs and class, the economic situation, and cultural and historical heritages (Bourdieu, 1976; Nostrand, 1967; Seelye, 1984). Although formal and functional constructs and social relationships were present in the data analysis, it is worth noting that these aspects did not emerge as critical factors in this first exploration but will continue to be part of our research agenda. However, as a pedagogical conclusion, we can say that these elements of language function and behaviour can be used by teachers in more direct connection to the students’ local contextual situation rather than to foreign ones.


  The categories, which emerged following the steps in grounded theory mentioned above, show the prominence of world views constructed in the cultural context lived specifically by the two different actors (teachers and students), the influence of formal institutions, and the impact of global demands for their transformations. Due to the fact that rural language contexts do not offer ideal conditions to learning a second language, teachers highlight the fact that very little is known about the national policies in their context and consequently progress goes more slowly than expected. They coincidently understand it as a distant policy that the Ministry of Education has mainly for bilingual schools.


  Foreign language teaching in rural areas must face many challenges originating from the notorious unbalanced and diverse factors that mediate this practice in every setting. As we found in this study, there are many issues that require a different plan of action for teaching languages in either urban or rural areas. Thus, within the scope of what is urban and what is rural, there are many differences that should be considered when planning and undertaking the enterprise of teaching a foreign language. One key issue of difference relies on professional development. In this study, it was found that rural teachers would appreciate less conventional training that helps them get a broader perspective of and familiarity with the socio-cultural factors embedded in the teaching of a foreign language in a given rural area. Consequently, urban-based standards to guide a national process of bilingualism are unfair, naïve, idealistic, and generally unrealistic.


  This last consideration is accentuated when, for example, we look at the characteristics of the bilingual process undertaken in Colombia. If the aim of a bilingual process is to foster intercultural dialogue (Kramsch, 2008; Vez, 2001), then a comprehensive and more ecological understanding of bilingualism emerges, an understanding which relies on the use of two languages to “educate generally, meaningfully, equitably and for tolerance and appreciation of diversity” (García, 2009, p. 20). As a result, local social realities and cultural capitals should be more valued. For instance, indigenous languages could also be awarded importance and recognition in this process of bilingualism. Thus, language teachers could also be trained to support language education in this regard.


  We also want to stress that there is little research done in the area of foreign language teaching in Colombian rural areas since research done in the field of language teacher education has hitherto been urban-centred. We strongly believe that language teacher educators and researchers should not overlook processes in rural areas of the country. We hope this paper inspires other researchers to delve further into this issue.


  All in all, this article attempts to reach an understanding of the ways in which the foreign language teaching profession is being conceived by teachers who work in the difficult conditions of rural areas and whose agenda does not seem to be well enough appreciated in the national plans. In this exploration, we found out how multifarious socio-cultural factors make language teaching in rural areas a complex process in which teachers have to mediate between local particularities and global demands.

  


  1Investigator triangulation is the one that takes place when more than one researcher participates in the analysis of data and negotiates meanings and interpretations with each other (Freeman, 1998).


  2Original transcripts are in Spanish but have been translated for publication purposes.


  3Both the interview and the questionnaire were originally created in Spanish but were translated for publication purposes.
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  Appendix A: Interview3


  This interview aims at gathering your insights about your professional experience as an EFL teacher in a rural area. The interview does not have any evaluative purpose and we guarantee that the information provided will be confidential and used for research purposes only.


  Background

  1. How long have you been teaching English?

  2. What is your academic background?

  3. Where have you worked as an English teacher?


  Experience

  1. How did you end up working in a rural area?

  2. How do you describe the experience of working in a rural area?

  3. What differences can you point out between the rural context where you work now and other contexts you have worked in?

  4. What do you know about the National Programme of Bilingualism?

  5. What impact has the NPB had in the context where you work?

  6. What is needed to improve the teaching and learning processes of English in the region?

  7. How do you describe your role as an English teacher in a rural context?


  Additional comments

  


  Appendix B: Questionnaire
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  In the case of Mexico, until recently, many universities focused mainly on teaching, but recent changes have led to new appointments in research, administration, and community service. There now seems to be, however, a view of the predominance of research in the academic environment. Therefore, the purpose of this paper was to examine and identify, through the lens of organizational theory and a current model of research culture in an academic setting, some characteristics of the research culture in the Department of Languages and Education at a public university in Southeast Mexico. Following the international tendencies and models in higher education, we see that the research culture observed in this university resembles more a market culture than other types of culture, although some traits of hierarchy culture provide cohesion in the organization.


  Key words: Foreign languages, higher education, research culture.

  


  En México, hasta hace algunas décadas, muchas universidades se enfocaban principalmente en la función de docencia. Sin embargo, recientemente se han dado cambios en la asignación de nuevas funciones: investigación, gestión y extensión. No obstante, la investigación parece tener actualmente un lugar preponderante en el ambiente académico. El propósito de este artículo es examinar e identificar, mediante la teoría de las organizaciones y un modelo actual de cultura de investigación en contextos académicos, algunas características de la cultura de la investigación en el Departamento de Lengua y Educación de una universidad pública del sureste mexicano. Siguiendo tendencias y modelos internacionales de educación superior, la cultura que se observa en esta universidad se asemeja más a una de mercado que a cualquiera de otro tipo, aunque algunos rasgos de la cultura jerárquica permiten la cohesión en la organización.


  Palabras clave: cultura de la investigación, educación superior, lenguas extranjeras.

  


  Introduction


  In recent decades, an interesting research topic in education has been that of the academic career and the changing academic profession (Blackmore, Brennan, & Zipin, 2010; Brennan, 2006; Galaz Fontes & Gil Antón, 2009; Gil Antón, 2000; Grediaga, 2001; Schuster & Finkelstein, 2006). The university faculty today have a different profile and function than they had in the last century. There seems to be a view of the predominance of research in the academic environment as Schuster and Finkelstein (2006) point out: “A powerful countervailing trend is unmistakable: a clear faculty perception of the increasing importance of research and publication for purposes of promotion and tenure” (p. 129). Similarly, Layzell (1999), referring to the American faculty, claims: “faculty reward structures appear to be heavily geared toward research and scholarship” (p. 3). Others in the literature share this view as well, according to Rhoades (2000).


  In the particular case of Mexico, many universities used to focus mainly on teaching, but there has been a drastic change towards and emphasis on research, administration, and community service.1 Supported by some national and institutional policies (for example, the Program for Faculty Development—PROMEP, for its acronym in Spanish, and the introduction of an annual plan of activities for each professor, which has to be approved by the administration), faculty members in some public higher institutions are not only obliged to develop the four main functions (teaching, research, administration, and community service) but to maintain a balance amongst them. Interestingly, however, economic incentives and rewards are greatly skewed towards research and researchers. The National System of Researchers, (Sistema Nacional de Investigadores, SNI) and the Productivity Reward Program (Beca de Desempeño al Personal Académico), for example, encourage faculty to conduct research and train new researchers by providing them with grants, scholarships, funding, and awards. Financial incentives have been the most appealing among faculty and, to some extent, have promoted an increase in research productivity at many universities in Mexico.


  These changes, of course, have not been pervasive in all universities and their implications are not alike in every institution. Some, such as the UNAM (Universidad Autónoma de México), have been traditionally strong research universities, and have conducted research since their origins. Nevertheless, largely, public state universities, which do not have a long historical past, are now dealing with these changes in the academic profession. A distinctive situation also occurs if we consider the different disciplines. Clark (1987) highlights the great influence a discipline has on research activity, and Rhoades (2000) claims that the institutional setting, the departmental and college settings shape faculty work. For example, faculty in the natural sciences have always embraced the function of research eagerly. Nonetheless, in other disciplines, such as modern languages, the focus had been traditionally on teaching.


  Although research on higher education’s changing environment in Mexico is now prolific (Chavoya, 2001; Estévez, 2007; Galaz Fontes, 2002; Galaz Fontes & Gil Antón, 2009; Gil Antón, 1994; Grediaga, 2001; Montero, 2011; Padilla, 2003; Parra, 2002), research concerning professors of modern languages or foreign language education, specifically, had been disregarded in Mexico until this decade when Encinas and Busseniers (2003) and Ramírez-Romero (2007, 2010, 2013) conducted studies which focused mainly on the research productivity of foreign language teaching and learning.


  There are very few studies concerning research carried out by modern language faculty and there seems to be a gap in the literature regarding the research culture in which they are immersed or the research culture they wish to develop. While discussion in Mexico has revolved mainly around the changing academic career of faculty, there seems to be little concern for how these changes have occurred, how the faculty have responded to them, and what the institutions are doing with these changes. Therefore, the purpose of this paper is to examine and determine, through the lens of organizational theory and the model of the research culture of Salazar-Clemeña and Almonte-Acosta (2007), some characteristics of the research culture in a particular unit of analysis: the Department of Foreign Languages and Education at a public university in Southeast Mexico (one of the youngest public universities in Mexico). We intend to shed light on the idiosyncrasies of this department faculty and some university administrators with regard to research. Our interest is to clarify how the research culture is being shaped by these professors and administrators by means of an analysis of their responses to the current institutional research policies and agenda, the departmental conditions and the environment for research, the financial support for research, incentives offered, collaboration with colleagues from the same department or external colleagues, and their perception of the needs and challenges in research.


  The paper is organized into four sections. The first section examines organizational theory in relation to universities as organizational units. The second describes the research method used and details of participants, instrument, and data analysis. The third includes the findings and discussion of the categories of analysis, such as the policies, research agenda, work climate, incentives, and so forth. Finally, the conclusions are given although these can only be of a preliminary nature as further and more extensive research needs to be carried out.


  Organizational Theory


  In organizational theory, the interactionist approach focuses on the subjective meanings emerging from social interaction, that is, the organization of reality is interpreted by its members and an intersubjective world is shared and built among these members in the everyday life of the organization (Ahumada, 2001). This perspective emphasizes social action, language and communication, the construction of meanings, and the organizational culture in order to understand the social interaction. For the purpose of this paper, the organizational culture approach was used as we examined the perceptions, attitudes, and behaviors of some members of two groups (faculty and administrators), who play a very important role in this organizational unit. Additionally, the methodology proposed by this approach is more suitable for this research. Next, there is detailed information about this perspective.


  Organizational Culture


  Concerning the organizational culture, the concept of culture has been defined and redefined many times by scholars. Cameron (2008) argues that the agreement most discussions of organizational culture (Cameron & Ettington, 1988; O’Reilly & Chatman, 1996; Schein, 1996) has arrived at is that “culture is a socially constructed attribute of organizations which serves as the ‘social glue’ binding an organization together. [Culture represents] how things are around here or the prevailing ideology that people carry inside their heads” (Cameron, 2008, p. 3).


  As institutions, universities also develop an identity, values, attitudes, and beliefs. Some of them are explicit, and many are implicit; some are shared and others are group specific. This then means that in an organization, such as a university, culture is not always homogeneous. There are, therefore, different perspectives in approaching the organizational culture and these are discussed in detail below.


  Conceptual Frameworks of Organizational Culture


  Schein (1984, 1985, 1991) proposes three different levels for viewing organizational culture:


  Level 1. This consists of the artefacts and creations of the organization, such as symbols and rituals.


  Level 2. Here we have the consciously held values, beliefs, etc., that guide the behavior of the members of the organization.


  Level 3. This level makes up the unconscious ideas and beliefs deep-rooted in the employees of the organization. This is the essence of the organization and has the greatest influence on the individual’s behavior.


  According to Hatch (1993), Schein’s definition and conceptual framework remains the dominant ones for organizational culture studies. However, Martin and Meyerson (1988) claim that this approach has as its shortcoming the absence of comparing and contrasting the manifestation of ideas in actual practices and the perception of these by people outside the organization. Thus, triangulating information obtained about the cognitive component with artefacts and behaviors is recommended.


  An alternative paradigm is the competing values framework (Quinn & Rohrbaugh, 1983), which has been very useful in identifying and profiling the dominant cultures of organizations. This framework consists of two dimensions: vertical and horizontal. The vertical dimension differentiates cultures that emphasize flexibility, discretion, and dynamism from those which focus on stability, order, and control. Concerning the horizontal dimension, there are criteria that distinguish cultures, which focus on an internal orientation, integration, and unity from those which emphasize an external orientation, differentiation, and rivalry. These two dimensions together form four quadrants, each representing a distinct set of organizational culture: clan, adhocracy, market, and hierarchy.


  The clan culture is considered, according to Cameron (2008), as


  
    a friendly place to work where people share a lot of themselves. Leaders are thought of as mentors, coaches, and, perhaps, even as parent figures. . . . Success is defined in terms of internal climate and concern for people. (p. 435)

  


  Loyalty, tradition, and collaboration as well as commitment are valuable in this culture. For the organization, teamwork, participation, and consensus are very important.


  The adhocracy culture is perceived, following Cameron (2008), as “a dynamic, entrepreneurial, and creative workplace. . . . Effective leadership is visionary, innovative, and risk-oriented” (p. 35). In addition, commitment to experimentation and innovation are ideas shared by the members. The organization is very concerned about being at the leading edge of new knowledge, products, and/or services. Consequently, readiness for change and meeting new challenges are important. The organization’s long-term goal is on growing rapidly and acquiring new resources.


  A market culture is “a results-oriented workplace. Leaders are hard driving producers, directors, and competitors. . . . Outpacing the competition, escalating share price, and market leadership dominate the success criteria” (Cameron, 2008, pp. 35-36). Winning is the main goal of the organization.


  The hierarchy culture, according to Cameron (2008),


  
    is characterized as a formalised and structured place to work. Procedures and well-defined processes govern what people do. Effective leaders are good coordinators, organizers, and efficiency experts. Maintaining a smooth-running organization is important. The long-term concerns of the organization are stability, predictability, and efficiency. Formal rules and policies hold the organization together. (p. 36)

  


  Given that in an organization such as a university we may observe some specificities or variation (as we are dealing with different people with probably different objectives), it seems that both frameworks—Schein’s definition of culture and the competing values framework (Quinn & Rohrbaugh, 1983)—can complement each other. At a higher institution, students, faculty, and administrators (with different statuses) can form subcultures, although there might also be a dominant culture. In this study, we consider the perspective of faculty and administrators, which can lead us toward identifying a more dominant culture or different subcultures.


  Research Culture in Academic Contexts


  Based on Schein’s (1984) definition of culture, we can say that a research culture is the shared, taken-for-granted implicit assumptions that members of a university hold about research. That also determines how they perceive, think about, and behave with respect to research activities. With regard to research culture in higher education, Meek and Davies (2009) point out that:


  
    Higher education institutions must provide a supportive environment if research is to flourish. In some developing countries, higher education institutions were originally established mainly to engage in teaching and it will take a good deal of effort and an appropriate policy environment to nourish a research culture. (p. 76)

  


  Salazar-Clemeña and Almonte-Acosta (2007) conducted a study whose aim was to understand the research culture from the perspective of faculty and how this affects the productivity of the faculty in some higher education institutions in the Philippines. They operationalized the construct research culture adopting indicators from previous studies (Bland & Ruffin as cited in Pratt, Margaritis, & Coy, 1999; De Haven, Wilson, & O’Connor-Kettlestrings, 1998; Dundar & Lewis, 1998). Table 1 lists these indicators below along with their operationalized definitions:
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  In addition to these indicators, Salazar-Clemeña and Almonte-Acosta (2007) point out the need to include three other components in the analysis: faculty workload; faculty knowledge, abilities, and attitudes to conduct research; and the institutional policies for research. All these together seem to be suitable elements for identifying the research culture of a higher education institution. Therefore, the organizational culture perspectives discussed above and these indicators which are particular to the research culture at a university, are guiding this study.


  Method


  The purpose of this research is descriptive-oriented, and we chose a public university in Southeast Mexico, and particularly the Department of Foreign Languages and Education as our unit of analysis, for this case study. We collected data by using a semi-structured interview whose questions were based on the framework proposed by Salazar-Clemeña and Almonte-Acosta (2007). Three institutional administrators (the Vice-president, the Dean of Graduate Studies and Research, and the Dean of Political Sciences and Humanities), and five faculty members (three women and two men; one professor and four associate professors) from our department were interviewed. The five faculty/researchers were selected by analysing first the whole department faculty research outputs, their profiles, and their membership to the two main research groups within the department. Then, only five representative members from the whole faculty were selected to obtain a range.


  We triangulated the data by using the interview contents from the administrators and the faculty members, organizational/institutional documents, and data on the faculty research outputs. The analysis and discussion were guided by the theoretical proposals by Salazar-Clemeña and Almonte-Acosta (2007), Schein (1984, 1985, 1991), and the competing values framework (Quinn & Rohrbaugh, 1983).


  Findings and Discussion


  This section is organized into three parts. First, we present and discuss the data obtained from the university administrators. Next, we do the same but this time with the faculty from the Department of Languages and Education. Finally, we compare and contrast both perspectives to shed light on the complex picture of the research culture in this organization. We develop the discussion considering the abovementioned theoretical perspectives.


  The Administrators’ Perspective


  Institutional Research Policies and Agenda


  There was no consensus among the administrators about the existence of a research agenda. Nonetheless, the three administrators mentioned the interest of the President and the Planning Office to encourage educational research (by means of financial support) in order to obtain data that are required by Higher Education accreditation organizations. All shared the idea that the research policies are agreed upon as needed, and they vary to some extent according to the authorities (the President, the Vice-president, or the Dean of Graduate Studies and Research), and some have been established differently in the departments; that is, some deans and heads of departments adapt these policies internally. They also agreed that academic freedom can also be observed in the research function.


  Departmental Culture and Working Conditions


  One administrator did not perceive the existence of subcultures within the institution, nor according to the disciplines, but two administrators believed that some disciplines are more oriented towards research while others are inclined toward more teaching or community service activities. Two administrators distinguished two sets of professors in the institution: (1) those that have a doctoral degree, have a high level of research output, are more oriented to research, and are members of the SNI; and (2) those who have only a master’s degree, limited research skills, and devote more time to teaching or community service. They also agreed that this situation has led the teachers to experience some discontent due to the existing external and internal incentives—mainly economic ones—that are intended to reward and stimulate the faculty’s research productivity. We should mention that teaching does not encourage the same level of compensation as research.


  To encourage and sustain research productivity, the institution promotes among the faculty their evaluation and accreditation in national programs such as the SNI, the PROMEP from the Mexican Ministry of Education, and the Productivity Reward Program. Although participation in these programs is “optional,” the institution values members in the SNI mainly because they conform to an indicator for rankings and for the authorization of federal funds. One administrator mentioned that some faculty are more interested in research because that is the more rewarded function, and she suggested that there should be a balance in the incentives considering also teaching, administration, and community service.


  One administrator acknowledged that faculty in the Department of Foreign Languages and Education have traditionally been devoted to teaching and some are now coping with difficulties conducting research because of their limited knowledge and skills. He believes that some need more help and that the more experienced professors can actually integrate them into the research projects, but he thinks that doing research is also of a personal interest and not everyone has such an interest. Thus, some teachers only do what they are required to do, which is to produce at least one publication a year.


  Budget for Research


  According to two administrators, professors are expected to obtain financial support from external organizations to conduct research. However, this has been observed to be a difficult task for the faculty. They attributed this situation to the excessive paperwork and the lack of interest on behalf of the professors. Given that some type of research can be carried out with few resources, some faculty members are not motivated to seek this external financial support. However, being the leader of a project with external financial support is highly respectable and is looked upon favorably by researchers and the institution. The Department of Languages and Education is perceived by the administrators as a department with incipient research projects that are externally financed.


  Institutionally, there are grants to conduct small-scale research projects for faculty members, and grants for graduate and undergraduate students’ writing of their theses. This strategy has increased the rate of graduation, which is highly valued by the institution for rankings, accreditation and funding.


  Federal funds are also provided to all the existing research groups in the institution in order to defray the costs of visiting scholars as well as visits to other institutions. All administrators agreed that faculty rarely complain about funding for research.


  Infrastructure


  Only one administrator highlighted the lack of infrastructure for the graduate programs. A lack of communication between faculty members and the department in charge of infrastructure seemed evident. The university does not have a research building; faculty work in their own offices and some adequate research resources such as databases are available, although one participant pointed out there are “not enough and most of them are not specialised.” However, the administrators said that the faculty do not complain about this situation.


  Collaboration With and Access to Research Professionals in Other Institutions


  The administrators agreed that collaboration with external colleagues is increasing, but they consider this as part of the faculty’s responsibility. There are some grants for visits to other institutions, but they are very limited. Faculty usually invite or visit external colleagues using external financing.


  Policies and Guidelines on Research Benefits and Incentives


  The participants agreed that incentives are mainly pecuniary, although sometimes they may consist of payment for the publication of a book, grants for travelling, fewer instruction hours, or a better office, among other reasons. However, these rewards are assigned with discretion. With regard to the financial rewards, the national programs have explicit guidelines and rules. All the requirements are clearly stated as well as the procedures of evaluation. These programs classify researchers in different levels or ranks, each one implying different requirements and productivity: the higher the rank, the more money researchers receive.


  Research Committee


  The administrators acknowledged the absence of a research committee in the institution, which supervises the processes of research and ensures ethical standards of research involving human subjects. They are not aware how researchers in the institution ensure that the rights of research participants are protected.


  Publications


  There was partial agreement among the administrators that the most common type of publication in the institution is book chapters followed by journal papers. They all perceive a rise in the number of publications of the whole faculty in recent years, but there is a shared belief that proceedings and book chapters (published by the same university) are the most prolific ones because they imply less time and effort.


  The Faculty


  Institutional Research Policies and Agenda


  No institutional research agenda is known among the professors, although they perceive there is an interest in developing educational research, as funding has been lately provided for projects in this field. Two professors are unaware of the university’s research lines or its mission and vision with regard to research.


  The research policies are associated mainly with budget distribution among the different research groups, and the distribution of instructional workload, research, community service, and administration. With regard to the former, in the Department of Languages and Education there are two research groups which get some funding from the Federal Government. However, not everyone is part of a research group and these people do not have access to these funds. Additionally, professors in a research group can be members or collaborators,2 and one professor in the interview mentioned that she, as a collaborator, has not received any financial support.


  As to the workload distribution, this varies according to the faculty academic rank. In the Department there are “professors” and “associate professors”. According to one institutional policy, the former have fewer student contact hours and can devote more time for research. Associate professors are assigned more instruction hours and the time allocated to conduct research is reduced. Consequently, the institutional demands of research outputs are also different: Associate professors are compelled to produce one publication annually, while professors must produce at least two publications. All the professors interviewed expressed agreement with this policy, but their main concern was the time dedicated to administrative issues, which consume longer than the amount of hours institutionally allotted for this function. This is what one associate professor, who is also a coordinator of a Master’s program, said regarding this:


  
    Out of my 40 hours, 12 or 15 are devoted to teaching; and a similar amount is dedicated to administration. I work all mornings doing that, and I do research at home, at nights or very late at night if I am still in the mood . . . I’d like to have more time for research because, at the same time, that would help me to improve my teaching. (Female associate)

  


  Similarly, the policy regarding the time for course preparation seems to be unacceptable by the faculty since they perceive the time to be insufficient for this task (half an hour per course hour). The policy of distribution of time per function is perceived by most of the interviewees as inefficient, unreal, and unreasonable. The faculty mentioned that some implications of these policies can be observed in a reduction of research output or its quality as well as in the quality of teaching or less student/tutors contact hours. Let us see below two faculty members’ reflections:


  
    I think I should dedicate more time to teaching, and I guess I don’t do it because I spend more time thinking about research. (Male associate)


    I devote less time to tutoring and community service...and there are many administration issues that just come up...they hadn’t been planned previously and the faculty has to do them with no excuse and at that precise moment. (Female professor)

  


  Given that the institution evaluates the faculty performance every year taking into consideration teaching, tutoring, administration, and community service, and their contract depends on this, faculty feel pressed and find this situation very stressful. This performance contract for all fac-ulties has been a policy in this university since 2005, and faculty in this department did not complain about it.


  Departmental Culture and Working Conditions


  There is a feeling among faculty that the administration is not supportive at all of their research activity. One of them said, “Nobody cares if I do research or not as long as I meet the requirement of one publication.”


  Three faculty members agreed they feel motivated to do research and enjoy this activity. They also believe that teaching has been neglected to a certain extent not only because faculty are tending to prefer research, but also because administrative issues and community service consume a lot of time. Two faculty members (both hold masters’ degrees) said they do not feel motivated to conduct research; they prefer teaching and feel the need to learn more about how to do research. One notable difference between all these faculty members is their research productivity and the rewards they receive. The first three receive monetary incentives through several programs. Conversely, the second two receive very little or no incentive at all, because teaching is not rewarded as well as research is and this is the activity to which they devote more time.


  Mentoring among the faculty members3 (with regard to research) does take place in the Department, according to the faculty interviewed, but it is not a pervasive practice. They pointed out that factors such as personality, interests, benefits, or drawbacks affect the mentoring, and some highlighted that mentoring is very time-consuming. Two of them agreed that mentoring is very helpful, and they would like this to be institutionalized to avoid the informality and to encourage the “experts” to mentor.


  Other subgroups and subcultures identified are the research groups, which derived from a national policy of the Ministry of Education. Faculty members who share one or two lines of research and who work collaboratively among themselves form the research groups at this university. In the Department of Languages and Education, there are two research groups to which most of the faculty belong. However, some faculty members work individually because their interests do not match those of the existing research groups or because of other personal issues. The faculty interviewed perceive collaboration between research groups as non-existent; only some sporadic activities have been carried out together. They all agreed that although both groups share some research topics, they tend not to work collaboratively.


  Budget for Research


  There is a belief among some faculty that there is a tendency to benefit one research group over the other, or to favor members instead of collaborators. Most of them agreed that the budget allotted for research is insufficient for everyone, but they suggested that with a rotation system everybody could benefit. One interviewee, comparing this situation with other public universities, emphasized that “here we have much better conditions.”


  Infrastructure


  Some highlighted the need for specialized software or databases. They have solved this problem by getting external financing. In general, they think the infrastructure is adequate in the institution.


  Collaboration With and Access to Research Professionals in Other Institutions


  Collaboration with research professionals is incipient yet seems to be increasing slowly. Both research groups are working with colleagues from other universities, who they contact or get to know at conferences. Mobility is almost non-existent in the department and they accept the need to do more about it.


  Policies and Guidelines on Research Benefits and Incentives


  The function of research and the granting of non-financial rewards (e.g., recognition) for research are not important for the Head of the Department, according to the faculty. For her or him, the research activity seems to be a responsibility of the academic unit, the graduate studies and research office rather than that of the department, which concentrates more on teaching, community service activities, and administration. The faculty agreed that the policies and guidelines on research benefits and incentives (external) are transparent and precise.


  Research Committee


  No research committee exists in the institution, according to the informants. Each researcher individually does or does not consider ethical issues in the conduction of research. The more experienced researchers are more aware of the great magnitude of research ethics, and suggest the institution should have a research committee.


  Publications


  All agreed that the most frequently published product is conference proceedings, followed by book chapters, and then peer reviewed or referred articles (mainly national, but increasingly international). They believe that proceedings are a less rigorous academic product and less time-consuming. On the other hand, book chapters are more abundant than journal papers because there is a budget in the academic unit assigned for the publication of books. However, books co-edited or published by other institutions and in which faculty of this department participate, are still at an embryonic stage.


  Integrating the Administrators’ and the Faculty’s Perspectives


  Following Salazar-Clemeña and Almonte-Acosta’s (2007) model, the research culture in this department seems to be still in process. So far, various factors such as the policies (national and institutional), the rewards structures, and the knowledge, skills and interests of the faculty have been identified as the ones shaping this research culture. Whether interacting with others or alone, each factor seems to have an effect on the research activity.


  Some administrators distinguished two types of faculty members: those who favor research more over the others, and those who show a tendency to favor teaching. Similarly, faculty manifested both tendencies: some said they prefer and devote more time to research whereas others expressed a preference for teaching and administration. Interestingly, this preference has to do with their academic rank, academic profile, and the incentives they get. The higher the rank, the higher the academic profile, and the more incentives they get, the preference is towards research. However, this tendency does not mean a lack of interest in research by those who do less research activity. They acknowledged the need to conduct research and are willing to do it if mentoring and time are provided. Some of them recognized they need more training to conduct research, but very little is done in this regard, institutionally speaking, since provision of courses or workshops with experts, or policies to adjust the workload distribution are not part of the organizational agenda.


  Time, precisely, seems to be perceived by all faculty interviewed as the main factor that affects the research activity. The policies on the workload distribution seem not be working for anyone, and one function at least seems to be neglected. It is unlikely for faculty members to have a performance balance in all the functions, as the institutional policy establishes. Those who conduct research claimed they needed to work extra time because it is a very demanding task. All faculty members agreed that administration is usually the function that takes much more time than that allotted by the institution.


  With regard to the rewards, most of the financial rewards or incentives are oriented toward research and perceived by the administrators and some faculty as motivating and encouraging. Faculty members feel stimulated to conduct research because, besides the financial reward, they get more recognition and respect in academia. Actually, rewards for teaching are very limited and the institution itself does not have any other way to acknowledge this function. Although one administrator and one faculty member expressed their discontent with these policies and suggested there should be also incentives for the other functions, the general goal seems to be to increase and sustain research in the institution because it is apparently beneficial for everyone: Faculty can participate in incentives and reward programs, and the institution, in terms of accountability and funding, benefits if more research and tangible outputs are evidenced.


  This reward structure seems to be working well for only some of the professors who have the knowledge and skills, although they do not always have all the time needed, and they have to make efforts and work extra time to get the research done. However, there are some faculty members who admit to having a lack of knowledge and skills, and some even lack enthusiasm towards conducting research. For these, some research incentives may be accessible but in a very limited way because they need to compete with other more experienced researchers (there are institutional and national incentive programs), and the research outputs are evaluated quantitatively and qualitatively. Although there seems to be some discontent among the people interviewed, this does not apply for everyone. Two of them mentioned that nobody complains overtly about this issue although they disagree with the type of incentives and the procedures followed.


  As to the budget and infrastructure to conduct research, perceptions of faculty and administrators coincided in their saying that although it is by no means the ideal situation, the resources so far are adequate. This response probably has to do, on the one hand, with the fact that the institution promotes faculty participation in national programs, which provide funding for research. Being the leader of a national financed research project entails prestige in the incentive programs and among the faculty and the institutional administration. It is now common practice to see a colleague’s picture in the university’s newsletter or its web page who garners respect for having received external funding for a research project. Thus, some professors feel motivated to submit proposals to get external financial support and to be able to conduct research that is more sophisticated.


  On the other hand, some faculty who do not participate in these programs, or if they do their proposal is not accepted, may just conduct research that does not need a lot of investment: some books or updated papers, fieldwork at the same institution, and ideas from their everyday classes.


  Since a research agenda is not explicitly known, no one is obliged to participate or be responsible for a research project, although it is highly recommended and recognized, and faculty are increasingly doing it. This issue is interesting because, apparently, research in this department emerged more because of a national policy or an international trend towards “research universities” rather than because of a conviction of the role and benefits that research can bring to society. Throughout the interviews, nobody mentioned why research became another function for the faculty and an interest for the institution.


  Although the Development Plan of the university (Universidad de Quintana Roo, 2013) does highlight some research lines (education is one of them), their scope is so wide that everything can fit in. The fact that some faculty are unaware of these lines tells us how important they are for the institution. Faculty members are free to do research (unless they have a project of a particular national or state program): they choose the topics, the problem, and methodology, the people to work with, the times, and so forth. Although there is an institutional policy for faculty to assess their research activity annually (one publication per year for associate professors, and two for professors), quality is irrelevant as it is not evaluated. It seems, therefore, that the only concern is the quantity, a way to show that the institution is doing research for accountability purposes.


  This preoccupation for quantity and not for quality can also be observed in the lack of institutional support for training faculty in research matters. Faculty members are required to publish and it is taken for granted they know how to do it. However, one administrator and two professors pointed out that, in general, faculty in language programs had been focused traditionally on teaching, but with the new policies, they now have to do research. However, not everybody is interested or has the skills to conduct research.


  As the institution seemingly does not help these professors to become researchers, we wanted to know if among the colleagues there was some type of mentoring or help, or guidance from the more experienced ones. However, it was evidenced through the interviews that mentoring is not taking place ordinarily in this department; people are collaborating mainly only with others with similar research experience. Professors claimed that mentoring other colleagues is very time-consuming and this would yield less research outputs (consequently, loss of pecuniary incentives, less prestige, and so on). If this activity were to be rewarded, they said they would do it. Collaboration between the research groups also seems absent, although they may share some topics or research problems.


  Considering the competing values framework (Quinn & Rohrbaugh, 1983), the research culture in this department can be identified more as a market culture since it is a results-oriented workplace. However, some features of the hierarchy culture can also be observed. For example, formal rules and policies (derived mainly from national policies) hold the organization together. Although procedures and processes have not been well defined, they govern what people do. The incentive structure can actually be thought of as the guideline for academic life in the institution. There is an emphasis on success or “winning” measured by rates, means, rank, level, and so forth. Competition is not only outside the university, but also inside. High research productivity is considered the most valuable asset and a symbol of prestige and success. Nonetheless, the quality and impact of the research conducted does not seem to be something faculty or representatives think about.


  Conclusions


  Following the international tendencies and models in higher education, the culture observed in this public university in Southeast Mexico resembles more a market culture than any other type of culture, although some traits of hierarchy culture provide cohesion to the organization.


  Overall, research is perceived as just another function of the workload, as more work to be done; there was scarce evidence of a genuine interest in knowledge, in learning, in advancing, in looking at research as something that can benefit society in general.


  An attitude of passiveness towards the ongoing changes, the new policies, and regulations in both administrators and faculty could be observed. Decisions seem to be made without consensus, without the inclusion of the different participants, and the decisions are rarely questioned. The structure of incentives (not only institutional but national) plays a decisive role, as well as policies, rules and procedures which are used as instruments to have faculty conduct research and, above all, to have products for accountability reports. Faculty members respond to them according to their individual attributes, which segments the culture into two main subcultures: the set of faculty qualified and inclined to conduct research, and those whose academic profiles limit them for research. However, there is no cultivation of mentoring, coaching or of leaders caring for others. This makes the culture more competitive and individualistic.

  


  1The term “service” here coincides with the one used by Layzell (1999) in higher education: “Faculty work is comprised of instruction, research, and service activities” (p. 15).


  2Members are officially registered in the Ministry of Education, and they are compelled to demonstrate productivity and to be evaluated; collaborators are not officially registered.


  3We understand mentoring as the help that a more experienced researcher provides a less experienced colleague to conduct research.
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  The aim of this article is to inform on research intended to find out how pronunciation instruction of English as a foreign language was handled in the language classroom with elementary students and also understand if pronunciation instruction had an impact on students’ confidence when using it. In order to do this, a qualitative case study was carried out with learners of elementary English as a foreign language at the Language School of Universidad Veracruzana, Mexico. Class observation, a written text, and semi-structured interviews comprised the data collection instruments. The findings showed that not only teacher pronunciation instruction is necessary when learning English as a foreign language but that a lot of student practice is key to developing and enhancing learners’ pronunciation as well.


  Key words: English as a foreign language, EFL pronunciation instruction, students’ confidence.

  


  El objetivo de este artículo es informar acerca de una investigación que pretendió explorar cómo se impartía la enseñanza de la pronunciación a estudiantes de inglés como lengua extranjera de nivel elemental en la Facultad de Idiomas de la Universidad Veracruzana, México. También se buscó entender si la enseñanza de la pronunciación tuvo un impacto en la confianza de los estudiantes al aplicarla. En este estudio de caso de corte cualitativo, las observaciones de clases, un texto escrito y las entrevistas semiestructuradas fueron los instrumentos utilizados para recabar los datos. Los resultados mostraron que no solo se necesita la instrucción del maestro, sino que es necesario que los estudiantes practiquen autónomamente para desarrollar y mejorar la pronunciación de la lengua meta.


  Palabras clave: confianza de los estudiantes, inglés como lengua extranjera, pronunciación.

  


  Introduction


  The teaching and learning of a second or foreign language are complex processes for both teachers and students alike. However, every teacher has his/her own way of teaching based on the teaching methodology s/he decides to adopt. Moreover, professors of the BA programme at Universidad Veracruzana, where the present study was conducted, may adopt more than one approach in their teaching due to the libertad de cátedra (academic freedom) that they enjoy at the university. That is, that some of them may choose to emphasize or focus more on specific aspects of the target language (TL) rather than on others. As a result of this choice, they may be neglecting the teaching of certain language skills or aspects of the TL that some students deemed more necessary. Learning a new language requires the understanding of many aspects of the target language that happen at the same time. Students have to acquire new words, new structures, and new grammar rules and even cultural aspects of the peoples where the target language is spoken. The ultimate goal of learners studying for the BA in English is to be able to produce it with proficiency in both the written and spoken modes. We all want to become competent users of the foreign or second language in order to be able to interact and be understood by native speakers and proficient users of that foreign (FL) or second language (SL). In order to be understood, not only grammar rules and appropriate lexis come into play but, more importantly, pronunciation is of the utmost importance. To ignore or neglect the explicit teaching of pronunciation would be to ignore the basis for language acquisition (Pennington, 1996). Furthermore, students who have serious pronunciation errors without treating them from the very start will face problems of intelligibility which will not allow them to achieve the main goal of language learning: to use it for communication purposes in real contexts. This is the rationale behind the present research.


  Background


  The English language classes at Universidad Veracruzana are mainly based on a series of textbooks that teachers follow. However, teachers are free to choose complementary materials to focus on or help students develop and/or improve specific linguistic skills, grammar o lexis. Nevertheless, it has to be mentioned that textbooks are the most important teaching tool that teachers use since evaluations are totally based on textbooks contents. Students do not have specific courses that focus on pronunciation of the FL until the third term when they have to take a course called Linguistic System which is not about phonetics or phonology but these are part of the contents. The English textbooks that students follow, from the first term, contain brief explanations and exercises on different aspects of pronunciation (see Appendix A). However, not all units have an activity focusing on pronunciation. For this reason, the importance of how FL teachers deal with pronunciation and how this pronunciation instruction affects students’ performance in their oral communication deserves careful attention as all errors, if not taken care of at some point, are very likely to become fossilized and thus very difficult to eradicate (Littlewood, 1984). Furthermore, it is vital for students to acquire solid knowledge about pronunciation because outside the classroom they are going to face real situations where an intelligible speech is vital to be able to establish communication with other people.


  Literature Review


  In this section key concepts related to pronunciation will be reviewed as these guided the current investigation: pronunciation, the teaching of pronunciation, pronunciation problems, and teachers’ and students’ perspectives about pronunciation.


  Pronunciation


  Although it can be said that pronunciation is not the most important aspect of FL learning it needs to be acknowledged that without adequate or intelligible pronunciation we would not be able to get our messages across when interacting with others in the FL.


  Pronunciation is the action of producing sounds of speech to communicate a message (Dalton & Seidlhofer, 1994). For this reason, possessing a good pronunciation of the FL is vital in oral communication. In addition, it is important to recognize that foreign language students must aim at developing a good pronunciation but this does not mean that they have to sound exactly like a native speaker. Rather, FL speakers need to be understood in the target language (Celce-Murcia, Brinton, & Goodwin, 1996). Therefore, the focus on pronunciation needs to be considered as a crucial aspect in FL programs since, as research has shown, some errors will probably never disappear entirely. Littlewood (1984) has asserted that “such errors are often described as fossilized, meaning that they become permanent features of the learner’s speech” (p. 34).


  The Teaching of Pronunciation


  Consciously or unconsciously, teachers are always teaching pronunciation somehow (Pennington, 1996). There are five different levels at which teachers can handle pronunciation in the language classrooms (Pennington, 1996, p. 225): mechanical (e.g., repetition of minimal pairs); contextualized (e.g., repetition of key words in a listening passage); meaningful (e.g., choice of correct word in a sentence or reading passage); realistic (e.g., a role-play of a situation similar to one that one may face in real life); and real (e.g., discussion of the students’ real-life situation or concerns). However, in FL classrooms, explanations on aspects of pronunciation are through error-correction and seldom are explicit and detailed explanations provided (Griffiths, 2011) to students.


  Whether teachers are aware or not, they are always teaching pronunciation by being themselves one of the main sources of input of the FL in the classroom. For a long time teachers have used drilling as a way to teach and practice pronunciation (Tice, 2004). Although the overuse of drilling is not acceptable nowadays, this technique remains a useful activity in the classroom if it is applied appropriately. For example, drills can help students to gain confidence because they practice pronunciation as a group and there is no opportunity for others to make fun of somebody if s/he mispronounces a word.


  Tice (2004) has mentioned that “for drills to be meaningful, learners need to understand what they are being asked to say. Monotonous chanting of decontextualized language is not useful to anyone” (“When We Should Drill,” para. 1) The task of the teacher when drilling is to provide students with a model of a certain structure or just to repeat a word they have already seen and get them pronouncing in unison. This strategy helps students to build confidence and focus on pronunciation problems so that they can try to overcome them. It should be noted, however, that drilling should not be used too much because it can be boring and then it is unlikely to be useful at all (Tice, 2004).


  Students may acquire pronunciation habits from different places and from different people. However, it is the FL classroom where most of them may encounter the first FL input to adopt, adapt, or imitate taking their FL teachers and classmates as sources of examples of what to do or not to do. This is especially useful for those students who do not have the opportunity to live an FL immersion experience. Consequently, teachers need to have a very good knowledge of what pronunciation entails so that they can help their students with their pronunciation problems (Kelly, 2000). Besides, it is in the foreign language classroom that students start establishing pronunciation habits (Krashen & Terrell, 1996). Listening exercises that include reading help to develop productive skills and should be taken advantage of to teach pronunciation (Pennington, 1996). While working on listening, teachers can work on individual sounds which, apart from increasing students’ intelligibility, will enable teachers to get students to realize the presence of speech properties such as rhythm, stress, and intonation (Liangguang, 2010). On the other hand, if students are assigned reading aloud in reading sections they will have the opportunity to work on pronunciation. Contrary to this point of view is that students’ native language spelling system can interfere with a successful pronunciation while they read in the FL (Millrood, 2001). Other techniques to introduce students to the matter of pronunciation are tongue-twisters and explicit explanations.


  Pronunciation Problems


  Teachers should focus on the needs of their learners rather than generalize the teaching of pronunciation, especially when they are teaching groups of speakers of a given language as in this particular research context where all the students are native speakers of Spanish. Consequently, these students are very likely to share most of the common pronunciation problems. Then, FL teachers need to be aware of this and integrate this know-ledge in their classes. Underhill (2005) and Griffiths (2011) have pointed out that teaching pronunciation has been neglected by teachers. They concur that when pronunciation is studied or focused on in the classroom it tends to deal with specific pronunciation problems that happen in the precise moment of student performance. For this reason it is of vital importance for teachers to have well-developed plans to address pronunciation problems in the best possible way.


  An outstanding problem of teaching pronunciation is what to teach about it. There are important pronunciation aspects that FL teachers should take into account. Firstly, they should be aware that they will find as many different pronunciation problems as they have students. Secondly, teachers have to be aware of the first language phonetic system interference and thirdly, that they are supposed to have a satisfactory knowledge about variations and differences as well as possess proper theoretical pronunciation knowledge (Kelly, 2000). Once teachers have seen the reality of these pronunciation aspects they will be able to incorporate pronunciation explanations in their lesson plans and by doing so will assist their students in achieving satisfactory pronunciation for real and successful communication (Griffiths, 2011). Furthermore, teachers will “enable learners to surpass the threshold level so that their pronunciation will not detract from the ability to communicate” (Celce-Murcia et al., 1996, p. 8).


  In the first levels of English, students should be taught phonetics and phonology, which are the two fields of pronunciation study (Celce-Murcia et al., 1996; Kelly, 2000). Phonetics refers to the study of sounds while phonology “is concerned with how sounds function in relation to each other in language” (Forel & Puskás, 2005, p. 3). A sound knowledge of both will provide students with the ability to hear and correct mistakes on their own while learning pronunciation.


  Teachers’ and Students’ Perspectives on Pronunciation


  A starting point of language acquisition is that the learner has to think in that language, to deal with new grammar and vocabulary and, of course, he or she has to be willing to sound differently (Pennington, 1996). So, it is crucial to keep in mind what the position of learners is in pronunciation. During the process of FL learning, students are constantly adding words to their linguistic repertoire so they have to learn how to produce the new sounds that are in those new words. When pronouncing a word students are likely to make mistakes. It is very common to note that when a student makes mistakes, their peers are very likely to laugh at them. In turn, this makes most students feel a lack of confidence at the moment of speaking or using the TL. On the other hand, there are students who like to be corrected every single time they commit mistakes and there are teachers who consider doing so unacceptable. Nowadays, FL teachers are likely to focus more on fluency than on accuracy. So, here is a potential conflict regarding teachers’ and students’ perceptions as to how acquiring pronunciation should be handled.


  On the other hand, teachers would say that learning pronunciation is the most difficult work in foreign language acquisition because it may cause inhibition, embarrassment, and fear of losing face (Hedge, 2000). There are FL teachers who would admit their lack of thorough pronunciation knowledge. Moreover, they may need to improve this skill themselves so that they can teach it (Da Silva, 2012). Teachers should realize to what extent their learners are motivated to make all the necessary efforts to learn and practice pronunciation. Nevertheless, although learners are the ones who are acquiring a new language and their perspective of the importance of all aspects of the language is still not formed, teachers should encourage them to do it because, although both teachers and learners are interested in pronunciation, it has for the most part been neglected in English as a foreign language (EFL) classrooms (Kelly, 2000).


  To sum up, as learners of a second or foreign language we need to be aware of what pronunciation entails so that we can work on those areas that may be problematic due to our native language background. With this in mind, we decided this research should answer the following questions:


  Research Question


  
    • Do students receive pronunciation instruction in their classroom?


    • Do students who are trained in pronunciation possess confidence when producing in the EFL?

  


  Method


  A qualitative approach was deemed to be the best way to answer the research questions. This was decided on two main grounds: (a) the study is to explore the context where the previous question emerged and (b) the fact that this investigation was not concerned with numbers, ages, gender or other statistical aspects but rather to explore patterns, feelings, and the meaning of a given situation (Davies, 2007; Silverman, 1997, 2005).


  Qualitative Case Study


  We considered the best way to understand the situation under study was to adopt a qualitative case study approach to research. Qualitative case study is used to gain understanding of an event or phenomenon which is influenced by the current situation, time, and environment. A case study can only be studied where it exists. It locates the observer in the environment that needs to be understood. Also, its particularity is that the researcher has no control over the events (Cohen, Manion, & Morrison, 2011). A case study involves different methods to collect data since it needs a lot of evidence. Qualitative case study research usually involves interviewing, observing, and analysing documents. However, Merriam (2001) has pointed out that seldom are these three strategies used equally. All the evidence collected is of a high value as it can be contrasted between what researchers observe, what people observe, think, and what they really do (Gillham, 2000). Hence, as this study seeks to gain understanding of how teachers handle or teach pronunciation in elementary levels of the Language School of Universidad Veracruzana, it was thought that this goal could only be achieved by giving the participants the opportunity to express their own perceptions of the phenomenon under study together with observations of what was happening in the language classrooms. In the next section the site where the study was carried out and the participants who agreed to cooperate are described.


  Research Site and Participants


  Two elementary English language groups of the Language School of Universidad Veracruzana in Xalapa, Veracruz, Mexico, were observed and labeled as Group A and Group B for research purposes. Although there were 18 students in Group A and 11 in Group B, only eight students—four from each group—were chosen to be interviewed later on (see Table 1). Their ages ranged from 18 to 20 years old. Two male teachers of elementary English classes agreed to cooperate with this. One of them has been teaching EFL for over 30 years and the other one has a ten-year experience as an EFL teacher. The reason behind choosing these participants was that by being students of the lowest English level, they were very likely to have many pronunciation problems and their teachers were also very likely to have to deal with these. Therefore, this represented a great opportunity to observe how teachers in the BA in English language program at Universidad Veracruzana dealt with pronunciation and the important role they play as one of the main input sources for students to acquire pronunciation habits.
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  It must be noted that although the student participants expressed that they did not care whether or not their real names were used, it was decided to use pseudonyms to comply with ethics in qualitative research.


  Data Collection


  In order to collect data, it was decided to use three different types of instruments: class observation sheets, transcriptions of semi-structured interviews, and recordings of students reading aloud from a written text chosen for this purpose.


  Class Observation Sheets


  At the beginning of the class observations, Ana Cristina used an observation sheet including general aspects about how she expected pronunciation would be handled in the classroom. She did class observations for five weeks. During the first week she realized that the two teacher participants dealt with pronunciation issues in different ways. So, it was necessary to design a different observation sheet, (see Appendix B) based on the characteristics noticed in each group and thus be able to collect much richer data.


  Reading Aloud Recordings


  The text chosen for this reading exercise was “Master of Horror” (see Appendix C). Although it is of an advanced language level, it was chosen because its length was considered suitable to give each student the opportunity to read it aloud in one session. A further important consideration was that this text featured a lot of regular verbs in the past and past participle. Thus, asking the students to read it aloud and record them while doing this activity would allow us to be able to detect what pronunciation problems they had and what pronunciation knowledge, received in classes, they had been able to incorporate.


  Interviews


  Semi-structure interview guides were designed for both teachers and students (see Appendix D). The interviews were carried out following the guides designed but in a flexible way. That is, giving the participants the freedom to express what they wanted to share and also how they wanted to be interviewed. For example, all students were interviewed in Spanish not only because of their English level but because they mentioned they felt less nervous speaking in Spanish when being recorded. On the other hand, the teachers preferred to be interviewed in English.


  Ethical Issues


  The closest interaction between researcher and participants happens during the process of data collection. Oliver (2003) has noted that “such interactions inevitably generate situations involving ethical issues” (p. 45). Therefore, as Merriam (2001) states, “ethical dilemmas are likely to emerge with regard to data collection and in the dissemination of the findings” (p. 29).


  Another important ethical consideration when collecting the data for this research was that in our regional and national educational contexts, asking research participants for their written consent is not always compulsory in the institutions where these researchers are affiliated. It has already been highlighted that in the area of TESOL/ELT in Mexico, few researchers seem to be worrying about asking their participants for written consent as is customary in other parts of the world. They argue that Mexico is said to have more of an oral culture; “in fact, from our first-hand experience, asking for consent in writing often puts the participants in our context on the defensive” (Basurto Santos & Busseniers, 2012, p. 97). From the experience gained in Basurto Santos’ (2010) research, it seems that, rather than ask participants to fill out a written consent form, what is crucial during the collection of the data is to be sensitive to the local norms and expectations. Finally, following Silverman (2005), the participants were explained what the research was about and their role in this study so that they could decide freely whether they wanted to participate or not.


  Findings and Discussion


  After a careful analysis of all the data gathered by using the three instruments mentioned, which helped us in the process of triangulation, three main categories emerged: Pronunciation Instruction in the EFL Classroom, Teachers as Instructors of Pronunciation, and Pronunciation and Students’ Confidence. Due to space limitations we chose to present the most salient themes that threw light on answering the research questions.


  Pronunciation Instruction in the EFL Classroom


  According to the analysis and interpretation of the data gathered through class observation and student interviews, the question concerning whether or not the students had pronunciation instruction in their EFL classrooms could be answered. The findings of this study are in line with what has been found in previous studies. The instruction of pronunciation, at least with elementary students, is mainly of two types: drilling and “on-the-spot” correction of students’ mistakes (Pennington, 1996; Tice, 2004). Besides, the time devoted to the instruction of EFL pronunciation inside the classrooms was very limited and it was used, most of the time, to do the textbook pronunciation activities. That is, in both groups there was not a specific time allocated to the teaching of pronunciation on a regular basis. Nor was there an emphasis on the importance of acquiring good pronunciation habits from the outset concerning the students in the BA in EFL program. Both teachers concurred that


  
    there is not enough time to do all the extra pronunciation activities I would like to since I have to cover the textbook. We [all EFL teachers] have to do this because the students are assessed on the contents of the textbook so.” (Arnold, Interview)

  


  Whereas Arnold mostly used drills, a pronunciation technique which has been perceived as useful to teach pronunciation (Tice, 2004), Frank sometimes gave explanations about certain words that students showed difficulties with when pronouncing them (Griffiths, 2011).


  One example from notes on class observations serves to illustrate a common technique employed by one of the teachers as part of the pronunciation instruction:


  
    Veronica: Largest /’as.lənd/

    Frank: /’a.lənd/ la “s” se acuerdan que no suena, [the “s” does not sound, remember?] largest /’a.lənd/,

    Veronica: largest /’a.lənd/,

    Frank: Good!

    (Class observation)

  


  The “repeat after me” technique was also very prominent in the data. It was a technique employed by both professors. Here is a typical example of what was found in the class observation data:


  
    Laura: /Hot/

    Frank: /hα:t/, No /hot/ . . . /hα:t/

    Laura: /hα:t/ . . . /hα:t/, /sunny/, /warm/

    Frank: /’sΛn.i/

    Laura: /’sΛn.i/, /warm/, /drai/

    Frank: /wↄ:rm/, No /warm/ . . . /wↄ:rm/

    Laura: /wↄ:rm/

    (Class observation)

  


  Analyzing the data gathered though class observation, we saw that the transcript of the reading aloud activity together with the notes taken during this activity resulted in the following two categories: Teachers as Instructors of Pronunciation and Students’ Practice of Pronunciation.


  Teachers as Instructors of Pronunciation


  Choral repetition was the most prominent technique that appeared in the data gathered in Group A. Arnold had their students pronouncing chorally and when it was opportune to emphasize any aspect of pronunciation he used to mention the Mark∪Anthony effect, meaning, according to him, that it was the action of putting the words together by pronouncing them as one to make a reliable speech:


  
    Arnold: Like∪a night in the forest

    Students: Like a night in the forest

    Arnold: Like∪a

    Students: Like a

    Arnold: Like∪a

    Students: Like∪a

    Arnold: Mark∪Anthony

    Students: Mark∪Anthony (laughing)

    Arnold: Like∪a, Like∪a

    (Class observation)

  


  There was also evidence of explicit pronunciation explanations. For example, Frank asked some of his students to remember that he had previously given them a list of regular verbs together with the rules to pronounce their past and past participle forms. As he had some new students in his group he offered a brief review of this topic. In the following extract here is an example to illustrate this:


  
    Student: Relaxed

    Frank: Relaxed

    Everyone: Relaxed

    Frank: We can, apliquen la regla que ya saben [put into practice the rule that you already know]

    Student: Aaaah

    Frank: No es /t/ /i/ /d/ entonces no metemos la otra sílaba, sólo que sea /t/ /d/ aumentamos una /i/, aquí como no es sordo relax, relax, relax entonces es una /t/ /r’lækst/ /r’lækst/ [No, it is not /tid/ then we do not have an extra syllable, unless we have a /t/ or /d/ then we add /i/. Here as we have relax, relax, relax then the ending sound is /t/]

    (Class observation)

  


  Finally, in addition to these common ways of how pronunciation is dealt with in the classroom, EFL teachers also provided their students with some pieces of advice about pronunciation. This help can be seen in the following extract:


  
    Arnold: Wow! That’s amazing!

    Very good! Excellent! Remember intonation is very important, very, very important. It makes your English more intelligible when speaking with native speakers . . . If you listen to the radio in English, half an hour every day, this will make a difference in your life, then half an hour on internet in English, if you do this, I’ll give you 5 Mexican pesos, yes? 5 pesos for half an hour (laughter) . . . it will help you to improve your pronunciation, you will focus on pronunciation, little by little you’ll be improving both: pronunciation and comprehension. And reading aloud . . . we sometimes do this in Spanish, ok? Do it!1

    Students: (laughter) Yes, teacher, yes . . . (laughter).

    (Class observation)

  


  Pronunciation and Students’ Confidence


  With regard to the second research question posed in this study, the analysis of the evidence collected from class observations and the reading aloud activity helped to find out if students, who had received some pronunciation instruction in their EFL classes, developed confidence when producing or pronouncing words and sentences in English.


  Due to the fact that participants of the reading aloud exercise had somehow been taught the pronunciation of some words included in the text, it was expected that they show confidence when facing those words again. The results of the transcriptions of the reading aloud activity showed the following:


  
    His most famous work, the /istori/ tells of a mad brother who entombs his sister /a lav/? in a /bault/ in the family /costum/. Poe’s /macabra/? /estail/ is best seen, however, in another classic short /istori/. (Reading exercise)

  


  This sample clearly shows how Javier had not yet assimilated some of the instructions he had been taught (see Appendix E). Besides, we could also perceive his lack of confidence when he read with an interrogative tone and, at the same time, looked for approval. Furthermore, the same occurred with students from Group B:


  
    Master of horror. Born 200 years ago this year, the brilliant but tragic American writer Edgar Allan Poe, who /die/ /age/ /for/ /for/..., is the /cridai/ /wit/ writing the /beri/ first detective story, being the of the modern short story and /birtually/ /inbenting/ the horror genre.

  


  It became apparent, in the analysis of data collected through class observations and the notes taken, that when students were asked to read a list of words, one per student, they always used a rising intonation at the end of the word when they were not sure about their pronunciation. The used this strategy to implicitly ask their EFL teachers for feedback or help. It proved to be a good student strategy as they immediately got what they were looking for: either their teacher’s approval or the error correction:


  
    Jesus: Stormy?

    Frank: /'stↄ:r-/ Well done!

    Veronica: Rainy

    Raul: Windy

    (Class observation)

  


  All student participants attributed their lack of confidence when pronouncing some words to their lack of practice. This perception was shared by Frank, one of the EFL teachers who participated in this study. Javier, Francisco, Laura, Jesus, and Monica also said they still used to get nervous and forget to apply the rules when doing oral activities in their EFL classroom.


  Finally, all participants showed awareness as to how important the existence of a pronunciation course could be and that teachers give more instructions to their students during the class. It is also worth mentioning that Erika expressed that pronunciation instruction and practice should be mandatory “since we, as future teachers, will have to support others as well.”


  Limitations


  An important number of limitations need to be considered. The main limitation was the number of participants, both students and EFL teachers. No generalizations can be made from this study nor were they expected as this is a qualitative study. Another limitation was the time to carry out this research. The topic and the number of instruments to collect the data deserved much more time so that more conclusions could have been drawn. Finally, when students were asked to read the text aloud, they were afraid of being tested on their pronunciation because they had the idea that the researcher was there to evaluate or criticize them. This may have altered their reading aloud a bit. For this reason, the initial idea was to have all of them doing the reading exercise at the same time but due to the researcher’s and their timetables it was impossible.


  Conclusions


  As mentioned at the beginning of this article, the main objective of this study was to find out how teachers handled pronunciation instruction in the first levels of English in the BA of EFL program at the Language School of Universidad Veracruzana, Mexico, and if or how this handling influences in students’ confidence. It can be concluded that not enough time is devoted to working on pronunciation. Moreover, the time allocated to students’ work on pronunciation is used in having the students do drills or focusing on the textbook activities most of the time. This should be complemented with other types of pronunciation exercises if EFL teachers want to avoid the fossilization of both pronunciation errors and students’ views on pronunciation as something that does not require much importance. Concerning the students’ lack of confidence, it can be said that the students seem to need more time to practice and develop their oral skills so that they can assimilate the knowledge and thus be able to put it into practice when using the FL. Both teachers and students need to be aware of how important it is to develop appropriate pronunciation habits from the outset. Students will need all this in real communication situations and as future EFL teachers. Finally, there is a contradiction between what the participants think about pronunciation and their treatment of it. They say that pronunciation is vital but their actions do not show evidence of this. Pronunciation instruction and practice with elementary FL learners seem to have been neglected for the most part. It would be very useful if communication in real contexts is the main aim of FL learning, that is, to have specific courses or parts of a course aimed at helping students develop and improve all aspects of pronunciation.


  Further Research


  Due to the importance of all aspects of pronunciation in acquiring an FL language, much more research in EFL classrooms is needed. For example, it would be interesting to find out how students in third term who are already taking the Linguistic System class do or do not integrate this knowledge into their speaking and reading activities. It would also be useful to study to what extent and how students’ pronunciation problems affect their intelligibility in EFL. Finally, more research is needed to find out if students are failing their listening and oral tests due to their failure to recognize certain sounds and pronunciation patterns. This would be very relevant since it is known that these two areas are where students at the Language School of Universidad Veracruzana have the most problems.


  Ana’s Reflection


  At the beginning of my research project I strongly thought that the pronunciation of students was affected only by what they were taught in the classroom. However, by carrying out this study I was able to visualize all the work that needs to be done to develop and improve the pronunciation process. The sources that I had to consult gave me a better understanding of the difficulties that students are very likely to face when acquiring new sounds which are very different from the sounds they are used to producing in their mother tongue. I gained a lot of understanding not only about the pronunciation problems that students face but, most importantly, I realized this research threw light on my own process as a learner of foreign languages. Now I am aware that as a foreign language learner there is a lot of learning that has to be done independently and outside the language classroom. That is, it has led me to reflect on how I should work on my own foreign language learning process and redefine my process of pronunciation. But what I treasure most is the opportunity that this study gave me to understand that all language learning processes constitute a joint venture and effort between teachers and students. Finally, I now clearly see that the progress in any area of acquiring a new language is a simultaneous work between what you are learning inside the classroom and the outside practice you have to do or arrange on your own.


  Nora’s Reflections


  As a supervisor of research projects with students whose first experience is a study like the one on which this article is based, I can say that it has always been gratifying to work with students who decide to research an aspect or topic of their choice rather than being given a topic to be researched or to incorporate in our own research projects. In my own experience, when students themselves decide what to research, they always choose something they relate to or something that is very meaningful to them as it has been something they have gone through or have always wondered about during their EFL learning process. My very personal experience about supervising students who follow their own curiosities, doubts, or who are interested in finding out about something that relates to their personal learning process are more likely to carry out their projects with more enthusiasm and in a more systematic and serious way. Their topics may appear to be simple but at the end of their research, albeit small and simple, they always show a greater capacity of reflection. For me, this is a very important beginning for a good future researcher.

  


  1This is a translation into English. The original quote was in Spanish.
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  Appendix A: Contents Focusing on Pronunciation in Textbook
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  Appendix B: Observation Sheet
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  Appendix C: Sample of the Text for the Reading Aloud Activity


  Edgar Allan Poe, Master of Horror


  Born 200 years ago this year, the brilliant but tragic American writer Edgar Allan Poe, who died aged 40, is credited with writing the very first detective story, being the “architect” of the modern short story and virtually inventing the horror genre. His macabre horror stories, such as “The Pit and The Pendulum” and “The Fall of the House of Usher,” are now considered masterpieces of gothic terror.


  Poe achieved all this while suffering from alcoholism; fighting against poverty and seeing many of his loved ones die terrible deaths around him. America’s first international writer, Poe’s influence has been enormous, as one can see from the worldwide activities celebrating the bicentennial of his birth, stretching from the USA through France to Russia.


  Taken from: Gleeson, C. (2009). “Edgar Allan Poe, master of horror.” Speak Up, 24(286), 40-42.

  


  Appendix D: Interviews


  Student Interview Guide


  Name:


  Group:


  1. Do you think pronunciation is important? Why?


  2. Where or how do you learn pronunciation?


  3. Have you already taken pronunciation courses in the BA program?


  4. Do you consider that your professors teach you pronunciation? How?


  5. During the time I observed your English class I realized the professor always advised you on how to pronounce the endings of regular verbs. Do you already integrate this knowledge when reading or speaking? Why?


  Teacher Interview Guide


  Name:


  Group:


  1. Do you think pronunciation is important?


  2. Do you teach pronunciation in your class?


  3. For professor of Group A: I realized you work pronunciation by drilling your students. How do you determine whether or not they pronounce correctly if they do this activity as a group?


  4. For professor of Group B: I realized you sometimes advise your students on the pronunciation of some words. Why do you think they still do not integrate that knowledge when pronouncing those words again?

  


  Appendix E: Comparison Between Students’ Pronunciation


  Comparison between students’ pronunciation while reading the text “Master of Horror” aloud with the pronunciation in the Cambridge Dictionaries Online (http://dictionary.cambridge.org/). The table below shows the aspects of pronunciation that had been taught in classes that were observed.
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  In this article we discuss our experiences in the process of understanding critical pedagogy within an English teachers’ study group which was created for the purpose of learning how to teach language from a critical perspective. We particularly focus on the challenges of meaning making around critical pedagogy, as we realized that we were not all able to similarly enter this discourse. To illustrate our processes of understanding theory individually and collectively, some of the group members’ narratives are used as examples of our different perspectives. We argue that making sense of critical pedagogy, as part of a process of professional development, implies spaces and situations of personal confrontation with theory and support in collaborative learning through dialogue.


  Key words: Critical pedagogy, study group, teacher development, teacher education, teacher learning.

  


  Presentamos nuestras experiencias del proceso de comprender la pedagogía crítica por parte de un grupo de profesores de inglés, que fue creado con el propósito de aprender cómo se puede enseñar la lengua desde una perspectiva crítica, en diferentes contextos en Medellín. Nos enfocamos particularmente en los desafíos que implica construir significado sobre la pedagogía crítica cuando no todas las integrantes podían acceder a este discurso de la misma manera. Para ilustrar nuestro proceso de comprensión individual y grupal de la teoría, utilizamos las narrativas de algunas integrantes del grupo como ejemplos de nuestras diversas perspectivas. Planteamos que darle sentido a la pedagogía crítica como parte de un proceso de desarrollo profesional implica espacios y situaciones de confrontación personal con la teoría, así como apoyo en el aprendizaje colaborativo a través del diálogo.


  Palabras clave: aprendizaje del maestro, formación de maestros, grupo de estudio, pedagogía crítica.

  


  Introduction


  In recent years the Colombian government has focused its attention on the promotion of bilingual education as a strategy to respond to the demands of global markets and to support economic development. In this endeavor, several initiatives have been undertaken at the national and local levels, including the use of imported standards like the Common European Framework of Reference as guidelines to measure language proficiency and to design curricula; in addition, there has been a greater investment in the revision of the quality of teacher education programs and the creation of professional development programs for in-service teachers.


  With the increasing interest in Colombia to promote bilingual education, the use of relevant language pedagogies that value local identities is at stake: Market driven educational goals, along with imported language proficiency standards, contrast with a context where social inequalities, violence, and poverty abound and with the lack of teacher preparation to help students achieve international standards. Aware of these issues and willing to find pathways to counteract them in our pedagogical practices, the coordinators of two English programs1 in Colombia decided to invite teachers in their programs to create a study group in January, 2011.


  A variety of practicing teachers joined the group: undergraduate students in a foreign language teacher education program, students in a foreign language Master’s program, some recently graduated teachers, and a few teacher educators. The group started with 12 members of which six remain to this day. One of the reasons that brought us together as a study group was the need of finding alternative pedagogies that would help us reconfigure second or foreign language (L2) education in the Colombian context and under our particular socioeconomic and cultural conditions. This was especially important to us given that most literature in our field has been produced abroad and that our educational system does not seem to prioritize locally-constructed knowledge. Critical pedagogy was the orientation we chose as an initial point of departure in aiming at a pedagogy that strives for particularity (“embedded in a particular social milieu”), practicality (that “aims for a teacher-generated theory of practice”), and possibility (“that empowers participants” [Kumaravadivelu, 2001, pp. 538-544]).


  Of all our experiences in the study group,2 we particularly focus in this article on our first challenge: The process of making sense of critical pedagogy as we realized that we were not all able to similarly enter this discourse—its language, concepts, principles, and so forth. This happened due to several reasons, including our differing levels of familiarity with critical pedagogy and difficulty of understanding critical pedagogy discourses, often characterized as abstract and complex. Furthermore, we struggled at implementing the idealistic vision of critical scholars in the realities of our educational settings.


  In the process of meaning making around critical pedagogy, we refer to the effects of individual confrontation with the theory as well as collective meaning making as a learning community. To illustrate this process, we present and discuss the narratives3 of four of the group members4 as a way to privilege the teacher voice as we describe our experiences. We focus on these narratives because they illustrate the differences in the nature of such experiences given our diverse academic and teaching backgrounds; moreover, doing this privileges our voices as relevant sources to construct theory about our practice (Kumaravadivelu, 2001).


  A focus on individual narratives about professional development experiences aligns with our effort in the study group to “create a democratic setting,” where all our voices are valued and all participants are “in control of deciding what knowledge about their practice they want to access and how” (Saavedra as cited in Anderson & Saavedra, 1995, pp. 230-231). This similarly reflects the importance we gave in the study group to our personal histories, which we used to understand and interpret ideas and practices so that we could eventually assist one another in mutual transformation through dialogue.


  We begin this piece by providing some information about the study group, including the reasons why we decided to study critical pedagogy and a description of the methodology we used as part of the learning process. We briefly describe who the authors of the selected narratives are, followed by a discussion and exemplification of themes that we identified in relation to the issue of developing an understanding of critical pedagogy. We finish with some arguments to support why gaining conceptual clarity and understanding of theory are fundamental in teacher development to increase self-awareness and reflexivity so that eventually we arrive at better informed pedagogical practices. We intend to contribute to the literature on critical language teacher development, particularly concerning the process of understanding, appropriating, and/or interrogating theory.


  Why a Study Group on Critical Pedagogy in L2 Education


  In this section we will offer some theoretical background to justify our focus on critical pedagogy in relation to second and foreign language education. We start by identifying two broad orientations in language education that have also permeated language teacher education: an instrumentalist orientation and a critical orientation. Then we refer to the relevance of a critical orientation in language education in the Colombian context and its implications for teacher professional development.


  An Instrumentalist vs. a Critical Orientation in L2 Education and L2 Teacher Education


  Renowned authors in the field of L2 teaching like Pennycook (1990) and Crookes (2009) have argued that there is a gap between the field of language education and educational theory at large. Pennycook (1990) explains that language education has largely been influenced by linguistics and psycholinguistics and this has resulted in a positivist and instrumentalist orientation towards language and knowledge in general (Pennycook, 1990, 2004). A characteristic of this orientation is the marked focus on the teaching of language structures and communicative functions that have little to do with students’ lives outside the classroom.


  This instrumentalist orientation, often called “technical” and “practical” as well, has similarly affected L2 teacher education. Crookes (2009) argues that most teacher education programs have focused on “the preparation of technicians who deliver language instruction with no other major concerns” (p. 46). In contrast to an instrumentalist view approach to teacher education, authors like Osborn (2000) and Crookes (2009) point out that along with a focus on language and language instruction, teachers need to become aware of their own views and values concerning language teaching and to understand and explain their role as language teachers in their particular society. This perspective is often called a “critical” orientation in language teacher education; this orientation draws attention to the importance of theory to interpret teaching practice and understand the local social realities in connection to larger social issues (Leistyna, Lavandez, & Nelson, 2004). Such understanding may not only give the teacher elements for a social critique, but also facilitate awareness of the self and the world necessary to problematize teaching practice—for example, by generating questions about the social, political, economic, and cultural factors that shape our pedagogical practices.


  The field of L2 teacher professional development and teacher education in Colombia is not devoid of tension between an instrumentalist and a socially-relevant, more critical orientation. For example, in her study about models currently used in professional development programs in Colombia, González (2007) found that the most popular model, the ICELT,


  
    considers teachers mainly as instructors. Their needs as learners are reduced to the language improvement component. It ignores important aspects that they see as priorities in their daily work such as school violence, early pregnancies, anorexia and bulimia, and lack of hope for the future. (pp. 320-321)

  


  Within this model teachers seem to be regarded as mere deliverers of content that is not related to students’ lives, as trainers in skills that do not necessarily help students cope with issues they face every day.


  Similarly, in her study about current approaches used in foreign language teacher education programs in Colombia, Cárdenas (2009) found that transmission and skills-based models still persist. However, there seems to be a growing tendency among foreign language teacher education programs in Colombia for more socially relevant models, like the social-constructivist, which is a critical approach that places a greater focus on the social and on the teacher’s holistic development. She explains that programs within this perspective focus on “giving prospective teachers the chance to develop their own teaching style . . . taking into account the particularities of their contexts and the parameters provided to teachers” (p. 101). This approach coincides with a critical orientation to teacher education in that it pays greater attention to local contexts and their needs.


  The language teachers and language teacher educators who are part of this study group identify this instrumentalist versus critical tension in our practice too. We often find that the educational system where we work often privileges an instrumentalist notion of language education while disregarding students’ local context. In a country like Colombia, where signs of oppression and injustice are so evident, we believe that English teachers here will be doing their students a disservice if they limit themselves to teaching grammar structures and communicative functions that are not related to students’ real lives.


  In our search we learned that in order to advance a critical agenda as language teachers, we needed to first “develop political and ideological clarity in order to increase the chances of academic success for all students” (Bartolomé, 2004, p. 98) and also develop “conceptual understanding of practice” (Crookes, 2009, p. 113). Such clarity and conceptual understanding may lead to awareness of the self—ideas, beliefs, practices, attitudes, and so forth—and awareness of the world while connecting the particular with the global, that is, understanding social realities in connection to current structural issues like systemic gender violence, unemployment, domestic violence, and so forth.


  Likewise, this awareness of the self and the world is necessary so that teachers are better able to problematize their practice.


  In conclusion, teachers in this study group identify with a critical perspective because we believe that as educators we cannot just focus on the teaching of language structures and remain indifferent to the social realities of our students. The following are some of the most important characteristics of the critical language teacher development5 we strived for in the study group:


  
    • Rejects the notion of teachers as content deliverers, as implied in an instrumentalist/technical orientation to language education and L2 teacher education.


    • Privileges local context and teacher practice to imagine new possibilities and produce locally situated knowledge.


    • Entails helping teachers to develop the conceptual, political, and ideological clarity necessary to understand and transform practice.


    • Focuses on theory that enables teachers to develop self-awareness, to critically read the world, and problematize their practice.

  


  Because we intended to avoid simply regurgitating theory, but understand it rather and critically appropriate it and/or interrogate it, it was necessary to develop conceptual clarity; this task became our initial goal as a learning community. In the following section we will refer to the strategies we used to achieve conceptual and theoretical clarity of critical pedagogy.


  The Study Group


  The coordinators of two programs (an English program for teenagers and an undergraduate program in Foreign Language Teaching) initially organized this study group in January, 2011. The group was comprised of seven members who all had different levels of teaching experience and different entry points as regards critical pedagogy literature. There were three undergraduate students and two graduate students (from the Bachelor’s and Master’s program in Foreign Language Teaching) who had already been teaching English in programs for children, youth, and adults, and two professors who had been teaching in the same undergraduate program; one is the study group leader and thesis advisor for the graduate students and the other one is the practicum advisor for one of the undergraduate students.


  We met for two or four hours every week to discuss readings we had previously selected collaboratively. At the beginning, we discussed our concerns and needs, and then we made decisions about expectations, methodology, and topics to be addressed in the study group. We started with reading texts about critical theory and critical pedagogy. Given that the language in the texts was new and difficult to understand for most of the group members, we used a wide variety of activities to foster comprehension of the texts and the theory, including drawing sketches to interpret and visualize abstract concepts, elaborating mind maps of the more theoretical readings, developing discussion questions, preparing reading reports, and negotiating meaning through dialogue with peers.


  In addition to these comprehension strategies, we used other strategies to encourage self-reflection such as designing and completing self and peer-evaluation reports and transcribing our own interventions in some meetings.6 Another activity we did that became an important strategy for self-reflection and comprehension/appropriation of theory was preparing presentations for national and international events. Writing up our scripts for these events pushed group members to use theory to explain perspectives on language education and processes of professional growth.


  For one of these events, some of the group members prepared narratives to be presented during a symposium at an international conference. Of the several themes that emerged from our study (which we report on in a separate article), we decided to address in this presentation the process by which we tried to make sense of critical pedagogy. As mentioned earlier in this paper, we selected this theme because it constituted our first challenge as learners of critical pedagogy, so we decided to use our individual narratives to illustrate the process.


  The ones who engaged in the preparation and presentation of this symposium were four of us: Patricia,7 the study group leader; Diana, a professor/practicum advisor; Nadia, an undergraduate student in her senior year doing her practicum, and Santiago, an undergraduate student in the middle of the program. Patricia is one of the study group’s founders and the leader. She has been a teacher educator for over ten years. Because she was the most knowledgeable in the group about critical pedagogy, she often played the role of a facilitator. When she became acquainted with Freirean pedagogy and critical pedagogy, she became aware of the relevance of a critical approach in language education that was responsive to the needs of the complex Colombian context. Diana, another teacher educator with 15 years of experience as an English teacher, has an interdisciplinary background—language teaching, special education, and Latin American studies. As a tutor at an extension program and practicum advisor at a teaching program, Diana became concerned with how to reorient her teaching towards a more critical stance in her teaching practices.


  In spite of being an undergraduate student, Nadia already had enough English teaching experience with children to convince herself that she needed better strategies to have a greater impact on her students’ lives. She did her practicum while still taking part in the study group. Her reflections along this time period showed her growing concern on becoming a language teacher who was able to go beyond just teaching the target language in her classes. As for Santiago, he pursued the last third of the same teaching program’s core subjects during 2012. Past experiences as a journalism major awakened in him the need to address, as an English teacher, his students’ social realities. These realities often remain invisible in school curricula.


  The authors of this article revisited the narratives we discussed in our presentation at the conference. We selected and analyzed those excerpts that, in our opinion, depicted the experiences of making sense of critical pedagogy. We briefly discuss these narratives in light of the theory we read concerning language teacher education and learning.


  Making Sense of Critical Pedagogy in the Study Group


  As we previously explained, making sense of critical pedagogy theory was an important issue for us due to our differing levels of familiarity with critical pedagogy, the abstract character of critical pedagogy language, core concepts and principles, and the lack of concrete examples in many critical pedagogy texts. We organized the selected narratives into two main themes; each theme refers to two differentiated though interdependent stages in the process of making sense of critical pedagogy. The first one is related to understanding theory at an individual level (i.e., when preparing the readings for meetings or making sense of the theory read and discussed after the meetings, etc.); and the second one relates to how we made sense of theory in our interactions in the group, particularly as we negotiated relationships of power so that they did not constrain our process of understanding theory.


  Trying to Understand Critical Pedagogy Concepts and Theoretical Principles Individually


  During our initial meetings, the study group leader provided some guiding questions to facilitate the reading process, given that the texts were dense, full of unfamiliar concepts and a great amount of information. This situation often resulted in members feeling confused and frustrated. Making sure that we understood the language, concepts, and ideas in texts about critical pedagogy was important because this would facilitate the connections we made between theory and practice and because it would also allow for greater participation from everyone in group discussions.


  Under the guidance of the group leader, we negotiated different comprehension strategies to tackle the readings individually. The challenges of meaning-making were different for each of us—it was either developing concepts, understanding abstract ideas, or contextualizing theory, depending on how familiar we were with critical theory at large or on our expertise as language teachers. The following excerpts from the narratives we selected show the differences in our perspectives concerning the strategies we used to achieve a better understanding of theory and greater conceptual clarity at an individual level.


  
    Nadia: The challenge of developing abstract concepts. Prior to my participation in the study group I was not familiar with critical pedagogy theory and was not fond of any other particular theory. For this reason, my decisions as an English teacher were mostly based on experience. The strategies we used in the study group helped me comprehend, internalize, and incorporate new concepts in my discourse while contributing to my making sense of the foundations of critical theory.

    For example, mind mapping was a strategy that helped me understand concepts and establish relationships between them; however, this was a difficult task because I had the tendency to focus on my experiences alone, and most of the texts were theoretical, without practical examples; just abstract concepts and ideas. My confusion was reflected at meetings as I had nothing to question in the texts. I committed to read more carefully, but I struggled with my old assumption that talking about practices was more important than theorizing about them. Confronting the theory with my reality was a chance for making my reading a more conscientious activity.

  


  In this excerpt we can see how Nadia, a student teacher at the time she participated in the study group, initially struggled with theory and therefore decided to resort to her own experiences to support her understanding. Given that she had about two years of teaching experience (at the time of writing her narratives), she felt comfortable using it as a reference to make sense of theory; likewise, she recognized the importance of understanding the abstract ideas presented in texts so that she would be able to theorize about her practice. In the following excerpt we can see how Santiago, another pre-service teacher, dealt with making sense of theory on his own in a very different way.


  
    Santiago: From a personal to a shared understanding of theory. When reading texts on critical pedagogy, I took advantage of intratextual analysis; that is, trying to first grasp the correlations the author established between concepts in order to understand how they configure his/her stance. I find this intratextual reading a compelling step before doing an intertextual reading; by this I mean enriching my initial analysis of a text with additional readings and interpretations of similar topics by other authors or group peers.

    But understanding the theory on my own was not enough. I found that the informed discussions with my group peers were essential because they allowed me to see how clear a concept is to me, since I often had to reformulate my ideas in a way my group colleagues would understand. This attitude helped me gain deeper understanding because I was better able to give context to my theoretical constructions.

  


  From the very moment Santiago joined our study group, he showed great confidence when tackling theoretical texts that seemed to be difficult to the other participants. In the group, we attributed his skill of understanding difficult concepts to the fact that Santiago was an avid reader and that he was familiar with discourses in various social sciences. However, unlike Nadia, Santiago had little teaching experience and therefore, he felt less confident, relying on experience to understand theory; still, he found it was important to give context to the concepts in the texts to reassure his comprehension of theory.


  In contrast with the previous excerpts from narratives, the following ones depict the experience of the two teacher educators in the group in their efforts to either understand or facilitate understanding of theory.


  
    Diana: Testing my understanding of critical pedagogy while mentoring a student teaching project. As a personal strategy, I try to connect what I read with my reality. Nevertheless, this strategy was put to the test when I had to supervise a practicum student who is also a member of this study group. Influenced by her participation in the group, she planned an action research project intended to promote a democratic environment and to raise awareness about social issues. Guiding her in the development of this project was a challenge because I was used to supervising projects dealing with the improvement of language skills alone.

    In this experience I faced two limitations. First of all, when looking at the critical pedagogy literature, I found that what had been written elsewhere does not always fit into what we live in the Colombian setting; a context where the social and economic differences are so highlighted. The second challenge was to guide such research project with my limited understanding of critical pedagogy. Only after 10 months of working on the project with the student teacher, I, we, finally got a clearer understanding of the issue she wanted to address. This entailed reconstructing the original project but with the satisfaction of having gained greater conceptual clarity.

  


  Like Nadia, Diana was better able to make sense of theory as she made connections with her pedagogical practice. Supervising a practicum project based on critical pedagogy principles challenged her to test her understanding of theory and to give context to the literature produced elsewhere. This experience defied her confidence for some time, but it provided her with new learning opportunities, as she discussed in the group on several opportunities.


  In the following excerpt Patricia refers to a different challenge she faced as the group leader.


  
    Patricia: The challenge of supporting the process of making sense of critical pedagogy. As the study group leader, I found myself with the great responsibility of facilitating understanding of theory. Even though the study group participants identified with the goals of critical pedagogy, it was difficult for them to understand the texts, which I could notice in some of their interventions; some of them recognized that this happened as a result of their lack of familiarity with critical pedagogy discourse or lack of rigor in the process of reading. Likewise, it was challenging for me to negotiate strategies that actually helped everyone to better understand the readings while being careful not to provide all explanations myself or to impose my own ideas about critical pedagogy.

    My purpose as the study group leader was to foster the teachers’ construction of knowledge about critical pedagogy through a process of progressive scaffolding of theory. I strived for individual comprehension of the readings before moving into a negotiation and construction of meaning in our interactions with colleagues in the group, hoping that this would lead us to informed self-reflection and self-knowledge.

  


  In contrast with the other three narratives, Patricia’s excerpt exposes the challenge of promoting understanding of theory without imposing her own views, while at the same time fostering a progressive and collaborative learning process. Her own challenge became the group challenge as we strived for becoming more confident about our individual—and then group constructions—rather than solely on her knowledge and leadership.


  The previous narratives reveal similarities and differences in the ways we approached critical pedagogy. For all of us the strategies we used individually to understand (or facilitate understanding of) theory were successful in helping us start grasping the theory as presented by experts, at least to the point of gaining greater clarity before participating in group discussions. In the study group it was often mentioned that the reading activities pushed us to be more rigorous in our readings, though we recognized that better comprehension was achieved once we related the readings to our experiences (as Diana commented in her narrative) and as we shared our understandings in the group (as explained by Santiago in his narrative).


  Exploring the unknown made us feel vulnerable and uncomfortable at different levels, both in the case of pre-service teachers as well as the most experienced teachers, which resulted in particular ways of dealing with these feelings. For example, while Nadia (who expressed not being fond of a particular theory) resorted to focusing on practice and not on theory as presented by the authors, Santiago (a student who was more used to reading complex texts in philosophy and psychology) initially limited himself to understanding the authors’ point independently from his experience. Resorting to what they were familiar with increased their confidence in their process of making sense of theory.


  Dealing with these individual struggles in understanding critical pedagogy was not an easy task, so we always found ourselves reaching out to colleagues for support and collaborative learning, as suggested in some of the narratives. Given the feelings of vulnerability, establishing an environment of trust was of utmost importance; this entailed an attitude of solidarity (putting oneself in someone else’s position to understand her/his point of view) and open-mindedness (to realize that there are multiple ways to understand an issue). In a similar experience of collaborative learning related by Luna et al. (2004), they call this process developing “critically supportive relationships” (p. 75) through which group participants co-construct knowledge. We refer to this stage in the process of meaning making in the following section and discuss the influence of power relationships in the dynamics of collaborative learning.


  Making Sense of Theory Through Our Interactions in the Study Group


  Trying to understand the readings through individual comprehension activities was not enough to internalize the new knowledge, as explained by Santiago in his narrative excerpt. It was necessary to share and compare our individual understandings with group colleagues in order to collaboratively make sense of theory and our individual experiences. In both individual and group efforts to understand theory, our different levels of experience, expertise, ability to understand abstract concepts, and knowledge of the topic influenced our ability to understand critical pedagogy, either positively or negatively. The following set of narratives gives an account of how the statuses we created based on such differences generated certain dynamics of power in the group thus creating or hindering possibilities to co-construct knowledge about the topic.


  
    Diana: Those who know vs. those who don’t know. Diversity and power within the study group were initially defined by our educational level (undergraduate, graduate), roles within the group (coordinator, co-researchers, student- researchers), as well as ability to understand theory. Likewise, these characteristics influenced the kind of relationships we established among us. For example, I perceived situations where someone in the group may think that “because s/he understands theory better, s/he knows more than me, and therefore what I say is not relevant, so I better don’t say what I think.”

    This situation reminds me of the analogy that Skutnabb-Kangas (as cited in Wink, 2000, p. 89) mentions when she refers to power relations. She explains that most of the time we play in an A team or a B team. I, for instance, feel I am in the A team when I understand easily what we read and then I feel comfortable. But at other times I am in the position of those who don’t understand, the B team, and therefore I feel uncomfortable because I think I have less power of incidence and intellectual contribution and therefore, it affects my self-esteem. I don’t think the study group members are intentionally playing in one team or the other; unfortunately, we are so accustomed to being in one team or the other that we are not aware of this situation.

  


  In this excerpt Diana brings about a situation in the group that affected our learning: the power dynamics that we established. She explains how, depending on how empowered or disempowered we felt in comparison to others in the group, our motivation influenced our participation in discussions and activities, which either constrained or facilitated our learning. However, as illustrated in the following narratives, we used critical pedagogy to counter the power dynamics that were so embedded in our experience of collaborative learning.


  
    Santiago: Interdependence to build understanding. In my interventions I strived for maintaining the authors’ level of abstraction in the texts and I found that this fact prevented some of my peers from participating. In other words, using the authors’ language in my interventions resulted in the exclusion of some group members from the conversation. However, thanks to the discussion of critical pedagogy concepts like voice, as elaborated by Freire (1987), Pennycook (2001) (as quoted in Becerra, 2005), or by Hooks (2010), and also thanks to self and peer-evaluations, I began to question this position I used to take. I started to see more clearly how my understanding of theory was so limited to abstract concepts and that this fact limited the possibilities I had to apply these concepts to real life situations. The awareness I developed from this experience led me to better appreciate my study group mates as peers who provided me with practical knowledge I may lack. This is why I came to prefer starting by a collective construction of meaning with my colleagues and then, only when we established a common ground, I started to introduce the authors’ concepts in the discussion. In this sense, my realization of the interdependence that exists among colleagues to develop conceptual clarity has convinced me that the theoretical, text-based knowledge I so highly praised in my past academic experiences needs empirical evidence to come to life.

  


  In the previous excerpt, Santiago recognizes again his initial reliance only on theory as presented in the texts and how he moved from staying at this individual level of comprehension to trying strategies to negotiate meaning with his peers. He found in the interaction with colleagues the opportunity to contextualize theory and therefore develop greater conceptual clarity. More importantly, he explains that theory motivated his change of attitude, which also happened in Nadia’s case, as we can find in the following excerpt.


  
    Nadia: Finding relevance in our contributions to discussions. Reading about critical pedagogy made me more aware of situations of discrimination, oppression, and domination; thus, I have become more confident of ideas that previously were mere intuition. From that process of awareness, I started noticing certain attitudes in me. I realized that I expressed questions and ideas related to readings more often, even when my discourses were not as elaborated as the others’.

    Critical pedagogy helped me get used to the idea that all of us contribute to the learning process. Though we knew that there were power relations in the group, we were able to communicate and work collaboratively, or give suggestions to one another in spite of our statuses. However, I did not often share examples of my own teaching practice to the group. The writing of these narratives helped me realize that it is much more what I have kept (referring to teaching experiences) than what I have shared. I used to think that my experiences were my own and not necessarily sources of examples to understand theory. Now I know that it is not about boasting of what I have done, but about sharing, reflecting, and growing together. Critical pedagogy helped me to understand that my ideas are as valid as others’ and that my feelings and experiences in the teaching practicum should be expressed because they count.

  


  Like Santiago, Nadia recognizes the contribution of critical pedagogy theory to her change of attitude. However, while in Santiago’s case theory helped him add greater value to his colleagues’ contributions, theory helped Nadia to better appreciate her own knowledge gained through experience, thus enabling her to participate more often. Nadia, as other group colleagues, showed concern for a lack of sophistication in her discourse, especially if compared to Santiago’s; this issue created certain dynamics of power that influenced participation in group discussions. But critical pedagogy literature encouraged Nadia and other group participants to challenge their fear to participate.


  In the following excerpt Patricia, the study group leader, discusses how she dealt with power dynamics in an effort to foster a positive and collaborative learning environment.


  
    Patricia: Negotiating authority. As the study group leader, I tried to foster a process of negotiation of meaning about theory among group members along with a process of self-reflection and self-knowledge. To achieve this required an environment of trust where we felt that it was ok to expose our ignorance, lack of understanding, or the contradictions we found in ourselves as a result of self-discovery. Creating such an environment took several months but it was essential in the process of collaborative construction of knowledge as group members became more confident and added value to their own experiences and conceptualizations.

    Even though we tried to create an environment where group members felt safe in order to establish a positive relationship with theory, there were times when some of my colleagues did not feel at ease because they felt confused and threatened by the fact that others seemed to understand or know more which generated conflict in the group and affected participants’ self-esteem. As a collective, we also realized that confrontation in this space we shared was necessary at times to gain a better understanding of theory and ourselves.

    Our inquiry group became a site to consciously and constantly negotiate power as we learned about critical pedagogy. This exercise of balancing power and authority implied a great effort for me in two ways: One, as I often reminded myself of not falling into the contradiction of imposing my views on others while advocating for democracy; and two, motivating the group to become less dependent of me and take initiative, especially when I was not there or when I did not express my opinions. To contrast the effects of the power dynamics we created, we constantly engaged in the exercise of reflecting on our different positions in the group and their effect on our learning.

  


  Like her colleagues, Patricia refers in her narrative to the centrality of power in the group dynamics. She also explains that critical pedagogy helped group participants become more aware of their own fears and possibilities. Something that she adds in relation to power dynamics and collaborative learning is that even though the group strived for a positive learning environment, conflict and confrontation were also part of their experience and that these were used to create learning opportunities.


  In conclusion, peer collaboration was needed in our learning process to facilitate our making sense of theory, as evidenced in the previous excerpts. However, learning as a collaborative construction did not occur without conflict. As explained in the narratives, the ways we positioned ourselves in the group or how we were positioned by others generated power relations that affected the dynamics of our learning process as individuals and as a group. For example, greater power was given to someone according to educational attainment levels, experience, knowledge, and so forth, which in turn helped us create ideas about self-efficacy and learner identity.


  Fortunately, critical pedagogy helped us to uncover the effects of power relations in our performance, attitudes, and learning, as posited by Santiago and Nadia. Being able to name how we positioned ourselves or were positioned by others was necessary, as Patricia suggests in her narrative, to challenge these power dynamics to facilitate learning and to create a positive environment. The strategy we used to overcome harmful power dynamics was to constantly characterize, reflect upon, and interrogate our positioning within the group.


  Conclusions


  In this article we offer a glimpse into one of the issues we faced while participating in a study group on critical pedagogy: How we tried to make sense about theory. This issue became relevant because we found that in order to visualize possibilities for incorporating critical pedagogy and arrive at better informed pedagogical practices, developing conceptual clarity and understanding of theory is fundamental. Developing this clarity was a very complex process given the sophistication of the language in some texts on critical pedagogy, and the reduced number of local publications on the topic, among other reasons.


  In this study group’s experience of sense-making we identified two different but interdependent stages: an individual process of understanding the readings using comprehension activities and a collaborative process of learning with and from peers. These two stages are interdependent because, as Johnson (1996) explains, theory alone cannot “fully and completely inform practice. [Theory] can inform practice only to the extent to which teachers themselves make sense of that theory” (p. 766), which may be more likely to happen if they learn theory in relation to their practice and in collaboration with others, as suggested by sociocultural perspectives on learning.


  Following Leont’ev and Vygotsky, Johnson and Golombek (2003) explain that cognitive development occurs in the movement from social mediation to internal mediation, that is, internalization. In the experience of the study group, we assumed the internalization of theory as an inward-outward-inward process through which we individually tried to understand theory based on our background knowledge, experience, and so forth, and eventually share, compare, and negotiate individual understandings with others, thus collaboratively constructing knowledge and internalizing the theory we explored. Collaboration in the context of the study group facilitated the learning of the critical pedagogy theory; similarly, this theoretical support provided us with a language to name what occurred in our practices and the opportunity to visualize alternative pedagogical actions in language education, as stated by Johnson and Golombek.


  Even though our experience in the study group confirms that teachers’ learning of theory was possible with special thanks to our mutual support and collaborative construction of meaning, it is important to remark that the group constituted both a mediational space and a space of conflict and confrontation. Our individual differences, along with the way we positioned or were positioned in the group, generated power dynamics that either fostered or hindered collaborative learning. We argue that group participants should acknowledge such dynamics of power not just to challenge them and facilitate learning, but as a strategy for personal and professional growth.


  With this paper we attempted to use our voices (narrative excerpts) to explain how teachers from different backgrounds make meaning about theory and practice collaboratively. We want to call the readers’ attention to the importance of creating learning spaces for teachers where they try to make sense of theory and practice in order to gain conceptual clarity and eventually develop better informed practices. In our case, clarity has not only helped us become more aware of our pedagogical practices, but also more aware of ourselves—our own beliefs, values, and prejudices, as well as contradictions in our attitudes and actions.


  From our experience in the study group we derived some conditions that we find necessary in making sense of theory—to understand, appropriate, and/or interrogate theory individually and working collaboratively with peers.8


  
    • Improving our reading habits. The different strategies we used to get a better understanding of what the authors tried to convey in the texts (preparing reading reports, answering reading comprehension questions, preparing discussion questions, and constructing mind maps), not only facilitated our reading but at the same time allowed us to confront our different understandings, assess our own and others’ reading quality and, ultimately, to take reading as a very rigorous task.


    • Recognizing that understanding theory may take some time. It was important for us to be self-critical and recognize that it was possible not to understand theory right away; that it is not an easy, linear process. Not being able to understand, however, often created feelings of frustration and confusion.


    • Creating a positive learning environment. In situations like the one described above, an environment of trust is essential to learning collaboratively, because it may decrease the effects of the anxiety often produced by complex content, and abstract concepts or ideas. It may also boost group participants’ confidence in exposing their fears, ideas, biases, or lack of understanding. In our study group, striving for genuine dialogue and promoting democratic relationships contributed to a positive environment.


    • Using our current and past experiences to give context to theory. At times the younger group participants underestimated the importance of sharing their experiences and therefore lost opportunities to arrive at a better understanding of theory. Personal experience gains a new meaning when it is examined through the lenses of theory.

  


  Building comprehension of theory and its relation to practice is a process that starts with the individual, but it is when we join others in this task that we confront our understanding with that of others; when we negotiate meaning and put our individual conceptualizations to the test. But learning collaboratively with colleagues is not a process devoid of tensions; based on their personal characteristics, educational attainment levels, teaching experience, and so forth, participants in a study group position themselves or are positioned by others generating power dynamics that influence learning. For this reason, teachers should acknowledge how these dynamics affect them to increase their opportunities for personal and professional growth.

  


  1An English program for teenagers and a Teacher Education program in Foreign Languages.


  2As part of our experience in the study group, we conducted a case study research project with the purpose of exploring our experiences of professional development. In this piece we concentrate on one of the salient themes we identified. The overall results of this research are reported in a different article.


  3We prepared these narratives for a presentation at the American Educational Studies Association (AESA) annual meeting in 2012.


  4Although four of us initially prepared our narratives for the presentation at the conference, only two of us engaged in the writing of this article (with the other authors’ consent).


  5Even though we acknowledge the differences between teacher education and teacher development literatures, we use both as referents for two reasons. One, in the critical realm these literatures do not differ ostensibly (as far as theoretical principles are concerned), and two, our study group includes both pre-service and in-service teachers, making both literatures equally relevant to our experience. Consequently, when a generic term may be used, we selected “teacher development.”


  6As part of the data collection process for our study, we audiorecorded some of the meetings (for example, those where we discussed our own and peer evaluations) and later, we identified and transcribed our own interventions in the meeting. This strategy proved to be a very useful activity to foster self-awareness.


  7The names provided here are pseudonyms.


  8These conditions may apply to similar spaces in a teacher education program or in a teacher development program. These are not precisely derived from the narratives presented here, but from our overall experience in the study group.
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  This paper aims at proposing a technique for students learning English as a foreign language when they collaboratively write an argumentative essay in a wiki environment. A wiki environment and collaborative work play an important role within the academic writing task. Nevertheless, an appropriate and systematic work assignment is required in order to make use of both. In this paper the proposed technique when writing a collaborative essay mainly attempts to provide the most effective way to enhance equal participation among group members by taking as a base computer mediated collaboration. Within this context, the students’ role is clearly defined and individual and collaborative tasks are explained.


  Key words: Collaborative writing, essay writing, wiki environment.

  


  Este artículo tiene como objetivo proponer una técnica para la escritura colaborativa de un texto académico en inglés como lengua extranjera en un entorno virtual wiki. El entorno virtual y el trabajo colaborativo juegan un papel importante dentro de la tarea de escritura. Sin embargo, se requiere un trabajo sistemático con el fin de articular la metodología colaborativa con la herramienta tecnológica. La propuesta de este artículo intenta proporcionar una técnica de trabajo que propicie la participación equitativa de los miembros del grupo y considere las características del trabajo colaborativo y las del entorno virtual. Dentro de este contexto, el rol del estudiante es claramente definido a través de la división de tareas individuales y colaborativas.


  Palabras clave: ambiente wiki, escritura colaborativa, escritura de ensayos.

  


  Introduction


  In Chile the teaching of English has become a compulsory language subject in the school curriculum and its teaching is particularly hard as Spanish is the only dominant language in Chileans’ everyday life. This becomes a barrier for both those who are learning the language for communicative purpose and those who intend to teach the language. For the latter, there is a need of acquiring effective and innovative methods and techniques in order to master English as a foreign language.


  Within the mastery of English, writing is the ability wherein pre-service teachers of English demonstrate to be least proficient. This may be due to the fact that writing is considered as one of the most difficult skills to develop during the learning process of a foreign language i.e., “even native speakers at university level very often experience serious difficulties in showing a good command of writing” (Lázaro, 1996, p. 89), thus students may not feel motivated. Therefore, teaching methods and learning approaches play an important role in order to encourage students’ active involvement in writing and, for the purpose of this paper, involvement in academic writing.


  In this context, it is assumed that students perform better in writing when collaborative learning is incorporated in the classroom. Moreover, collaborative work in a virtual environment may increase the potential of teaching and learning and may facilitate the planning and production of a written document. On the one hand, the use of the virtual environment “wiki” enables pre-service teachers to integrate technology into the classroom. On the other hand, this virtual tool involves new opportunities for writing development as students can work in or out of the classroom. Nevertheless, a didactic and systematic method is required for students to perform the task effectively.


  In the revised literature review, not many studies show clearly how a collaborative writing task is carried out, therefore, in this paper a technique for writing an argumentative essay collaboratively in a wiki environment is described and explained.


  Conceptual Framework


  The Collaborative Construction of Knowledge


  The collaborative construction of knowledge emerges from the sociocultural theory, which states that individuals are situated within a social and cultural context (Lamy & Hampel, 2007; Nunan, 2004). Its main precursor is Vygotsky (as cited in Choul, 2008), who, examining the role of interaction in children’s learning, affirms that a child who works with an adult or a peer with a higher ability or more capable, can develop strategies that will allow her/him to solve problems independently.


  Collaborative learning involves a set of methodological strategies which aim at maximizing the benefits of cooperation among students (Gross, 2007; Jacobs & Small, 2003; Johnson & Johnson, 1997) who work in groups in order to achieve a common goal. Students develop linguistic and communication skills through different procedures, methods, and various techniques. According to Trujillo (2002), among these methods are those who promote discovery learning such as jigsaw puzzles, student team learning, learning together, and group investigation. “The differences between each method are the degree of structure of the task, the use of rewards, and individual assessment methods” (Trujillo, 2002, p. 8).


  Another essential technique is the assignment of specific roles. Gross (2007) states that “each student’s role can change along the process but it is essential to establish responsibilities to make sure students learn to work in groups” (p. 7). Barkley, Cross, and Howell (2007) classify collaborative techniques into problem solving, techniques using graphic organizers, techniques that focus on writing, techniques for reciprocal teaching, and techniques for discussion. As can be observed, different authors propose different types of collaborative learning techniques in order to promote each other’s learning.


  Additionally, Cassany (2008) and Johnson and Johnson (1997) suggest the following elements as characteristics of collaborative learning:


  
    • The formation of heterogeneous groups in terms of skills, competencies, and gender.


    • The existence of individual and group responsibility.


    • The development of interpersonal communication skills and verbal and nonverbal communication skills.


    • The metacognitive group control.


    • The teacher’s guidance.


    • The existence of positive group interdependence and a shared individual responsibility. The concept of interdependence means that the members of the groups are dependent on each other in order to achieve a common goal. Cassany (2008) and Jacobs and Small (2003) declare that the principle of positive interdependence is a key concept of collaborative learning.

  


  Collaborative Writing


  Writing is considered a complex process that involves the selection of content, the use of appropriate linguistic features, and an adequate organization of ideas. Three phases are identified within this complex process (Flower & Hayes, 1980; Hayes, 1996; Kellogg, 1999; White & Ardnt, 1991): planning, editing, and revising. In collaborative writing, these three phases are carried out through communication, coordination, and agreement with partners in order to achieve a common goal. According to Stein, Bernas, and Calicchia (1997), during a collaborative writing task students become more aware of their learning process and “use each other as a source of knowledge” (p. 27) during planning, discussion, and negotiation of ideas.


  Collaborative writing is understood as a social and recursive process that involves a group whose challenge is to achieve a single written document through interaction and negotiation of meaning (Cassany, 2001; Landone, 2004; Van Waes, 2004). Students work in small groups and start sharing ideas, debating positions and proposing arguments before starting the production of a text. In this context, group formation is very formal: Groups can be made up of a very small number of students, usually three to six people.


  The writing teacher must create “a positive environment and must stimulate reflection and self-evaluation” (Landone, 2004, p. 3). From this perspective, the teacher’s role is no longer that of the expert and the transmitter of knowledge, but that of a facilitator who monitors students’ learning (Collazos, Guerrero, & Vergara, 2001; Lamy & Hampel, 2007; Smith & MacGregor, 1992). In turn, the student acquires a much more active and independent role.


  According to Krause (2007), Lowry, Curtis, and Lowry (2004), Sharples (1999), and Tompkins (2008), there is more than one strategy with which to address the collaborative writing process. Figure 1 shows the coordination strategies for group writing.
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  Each of these strategies has advantages and disadvantages, therefore, different methods can be combined during the writing process, which demonstrates the flexibility of collaborative methodology.


  Before this writing process, there is a pre-writing phase which is relevant for the completion of the task. According to Tompkins (2008), during the pre-writing phase the students determine the purpose of writing. At this stage the students discuss and generate ideas for further development. This phase is crucial since the objectives of the writing task are set and the students agree on a plan to follow in order to achieve these objectives.


  The Use of Wikis for Collaborative Writing Tasks


  The emerging information society is based on the use of powerful technologies. These technologies aim at promoting essential changes in the way we teach and learn and demand the use of new teaching methods that enable learners and instructors to adopt new roles. The current challenge focuses on the successful integration of these new tools in order to support teaching and learning significantly and improve traditional methodologies.


  In other words, the contribution does not come from the computer itself, but from the way it can be used to foster teaching and learning (Chapelle, 1997; Egbert, 2005; Sánchez, 1998; Warschauer, 2010).


  In the field of computer-mediated communication (CMC) and within technology tools that can support writing development, there are different types of synchronous and asynchronous communication such as chat, Skype, forums, blogs, e-mail, wikis, and many more. Each of these tools has applications that can eventually enhance writing and, essentially, collaborative writing production, an area in which, according to Jones, Garralda, Li, and Lock (2006), there seems to be a positive view in the literature regarding collaborative learning and CMC in the area of second language learning.


  In this context, a wiki, a Hawaiian term that means “quick,” has gained considerable recent attention both within and outside the writing classroom and the wiki’s main pedagogical contribution in the educational field is to support writing (Barton, 2005; Ebersbach, Glaser, & Heigl, 2005; Garza & Hern, 2005; Lamb, 2004). Writing lessons, which commonly focus on individual work, can take advantage of collaborative learning and a wiki environment can help to enhance students’ written performance and to promote active participation.


  Wiki is a type of website that allows users to work collaboratively by building texts that can be quickly and easily edited by authorized users (Bartolomé, 2008; Loyo & Rivero de Magnago, 2005; Pennell, 2008). According to Cabero (2007), Lee (2010), and Morgan and Smith (2008), the main features of wikis are the following:


  
    • A document can be created easily and quickly.


    • It can be edited synchronously and asynchronously by multiple authorized users.


    • It contains a “page history” that enables users to access previous versions of the written document.


    • It allows authorized users to create new pages.


    • It promotes collaborative work.


    • It contains a banner that allows written comments.

  


  Figure 2 shows the front page of a wiki environment called PBworks.
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  Regarding the collaborative component, al-though more research is needed on the use of wikis in the educational field, several researchers, according to Ioannou and Artino (2009), have advocated the use of a wiki space to engage students in online collaboration activities. Bryant (2006), for example, states that “as wikis have no predefined structures, this feature makes them ideal for collaborative writing or group projects involving multimedia” (p. 62). Likewise, Cress and Kimmerle (2008) distinguish wikis from other tools, such as blogs, affirming that “wikis provide new opportunities for learning and for collaborative knowledge building as well for understanding these processes” (p. 108). Swan and Shea (2005) also assert that “wikis have a significant potential to support collaborative learning” (p. 6). As has been stated, one of the main advantages of this tool in the teaching and learning process, then, is to maximize the collective production of knowledge.


  Collaboration in the production of a written text using a wiki leads students to learn from others and to acquire different responsibilities around one shared goal, whereby the technological resource facilitates the process of interaction, communication, negotiation, and the reflection of ideas during the joint construction of the written text. In this context, the technological tool plays a facilitating role during collaborative knowledge construction, especially for learners who try to build virtual learning communities from different parts of the world.


  Some preliminary studies about the use of wikis for collaborative writing tasks in second language acquisition suggest that students increase the amount of writing and find this type of task more motivating (Kovačić, Bubaš, & Zlatović, 2007; Lee, 2010; Mak & Coniam, 2008).


  According to Upton (as cited in Chen, 2008) “in such environments, students enjoy learning at their own pace, are more independent in their learning, feel that it is more convenient than attending face-to-face classes, and find it an interesting way to learn” (p. 10). This collaborative feature of wikis moves the teaching of writing from a teacher-centered approach to a context much more focused on the student, who may perform better in a learning environment where he/she can feel more confident and less overwhelmed by the teacher’s pressure. Likewise, Chen (2008) contends that the use of wikis for written production not only favors collaboration but also opens editing, in which authorized users can also edit and change information, and provide a simple editing environment in terms of navigation, which is easy and allows users who are not technologically savvy to participate in a collaborative task.


  In brief, collaborative writing through wikis constitutes a new alternative approach to learning and an opportunity for students to become more independent and to develop their social and linguistic skills.


  The Collaborative Writing of an Argumentative Essay in a Wiki Environment


  A basic argumentative essay, which is an academic text that usually reflects a particular writer’s point of view, contains an introduction, two or three arguments, and a conclusion. To write a basic argumentative essay in collaboration, students need to agree on different aspects beforehand in order to produce a coherent text. Not many reviewed papers (Hadjerrouit, 2011; Woo, Chu, Ho, & Li, 2009; Laperrousaz, Leroux, & Teutsch, 2005; Lee, 2010; Storch, 2005; Van Waes, 2004) explain in detail the distribution of tasks and the way collaborative writing has been carried out to produce a joint text in a virtual environment.


  The goal of this paper is to present a technique for the online construction of a basic argumentative essay in collaboration. The technique proposed refers to the part of the process in which students start writing their text, preceding the pre-writing phase.


  According to Chao and Lo (2009), “wikis alone cannot make collaborative writing happen” (p. 432). This means that for a better students’ engagement there is a need for a clear methodological procedure to follow in order to benefit from computer mediated collaboration.


  Figure 3 shows the distribution of tasks in a wiki environment when students write a text collaboratively in real time. As collaborative writing is considered a recursive process, the arrows indicate that writers can go backwards and forwards to improve their text by means of multiple revisions.
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  The introductory paragraph in a wiki environment


  The introduction is the first part of the writing that tells the reader what the topic is about. Therefore, a strong introduction is crucial in order to get the reader’s attention. A topic clearly defined and contexts clearly stated are characteristics of a good introduction (Cottrell, 2008; Germov, 2000; Levin, 2004). In this context, and taking into consideration that in this phase group members need each other, the recommendation is that members of the writing group should write the introduction all together in order to assure that there will be an agreement among all members on the thesis and the ideas that will be expanded upon in the body paragraphs. Besides, if all group members take part in writing the introduction, this will assure logical links between the introduction and the body paragraphs in which each student will be in charge of one paragraph. Figure 4 provides an example of an introductory paragraph of an essay written by a group of undergraduate students in a wiki environment.
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  One of the characteristics of a wiki environment is that each author’s contribution can be visualized. Figure 5 shows how each member contributed to the writing of the introduction.
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  The Body Paragraphs in a Wiki Environment


  As technology tools used properly can significantly enhance learning, it is the teacher’s role to make the best use of a wiki environment by valuing its main characteristic as a collaborative tool (Bartolomé, 2008; Egbert, 2005; Sánchez, 1998). Within this particular context, one advantage of a wiki environment is that it enables students to work on different pages simultaneously. Based on this aspect, this technique suggests that for the construction of the body paragraphs, group members should work individually. This means that each student should be in charge of constructing one body paragraph.


  It is suggested that this phase can be carried out individually due to the fact that students already know the ideas they have to expand upon. Anyhow, in order to prevent the construction of an incoherent text, something that may occur when students work collaboratively, it is advisable that once each student finishes his part, group members should generate a single document in the wiki environment and revise each paragraph together until it sounds coherent to each group member. The wiki environment facilitates this process due to the fact that students are working in the same learning environment.


  Figure 6 provides an example of the body paragraphs of an argumentative essay in a wiki environment.
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  Figure 7 shows the students’ individual contributions to the writing of each body paragraph.
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  The Concluding Paragraph in a Wiki Environment


  After students have connected the introduction and paragraphs, group members should write the conclusion all together. As the conclusion is a relevant part of the writing and at the same time a complex one, students must be able to come up with a good summary and find a sense of connection with the introduction. Besides, a good conclusion should also go further in the sense that it should give the reader an opportunity for analysis and reflection (Crème & Lea, 1997; Germov, 2000; Levin, 2004). For all these reasons, it can be stated that in this phase students also need each other in order to provide an appropriate and coherent closure of the writing, together with reinforcing the central idea of the text.


  Figure 8 provides an example of a concluding paragraph of an argumentative essay in a wiki space.
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  Figure 9 shows each individual’s contribution to the writing of the conclusion, as four students can be seen working collaboratively to create the conclusion.
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  The Revision Process in a Wiki Environment


  To end up this process, group members should revise the text. The review phase involves a process of re-reading the text to identify errors. Revision is an important part of the writing process and, at the same time, a difficult one, especially when revision is carried out through peer review. This step can be carried out in different ways: The group reviews the written text altogether, each group member revises one paragraph of the text or each member is responsible for a specific aspect, such as grammar, vocabulary, organization of ideas, and so on (Cassany, Luna, & Sanz, 2000; Krause, 2007).


  Krause (2007), who has written about how to collaborate and write with others, suggests that during the revision phase one member of the group should read the produced text out loud while the other members of the group read along to identify errors. According to this author “reading your writing out loud to others gives the readers and writer a real sense of the voice of an essay and is a great way for writers and readers to catch small grammar errors” (p. 70). What Krause proposes is an effective way to revise an academic text. The reading aloud technique makes the process of revising the argumentative essay easier as group members solve the problem together. Furthermore, in order to take advantage of a wiki environment and to make a writing activity more engaging for students, group members can send invitations to other groups to see their drafts and to receive online feedback from their peers. Every wiki has a banner that allows authorizes users to make virtual comments and this feature distinguishes this writing tool from others.


  Based on the cooperative learning techniques proposed by Apple (2006), students will also have a specific role in order to assure the achievement of goals within a collaborative environment. These roles are:


  
    • Facilitator: A person responsible for ensuring that the group stays on task.


    • Recorder: A person responsible for writing down group decisions.


    • Time keeper: A person responsible for checking the time left to finish the task.

  


  Conclusion


  As a conclusion the wiki-based technique proposed for collaborative essay writing aims at achieving different goals. One of these is to promote writing development among teachers of English in Chile due to the fact that they often do not devote much teaching time to developing this ability. On the other hand, this proposal also aims at promoting appropriate technology use in teaching. As Gross (2007) says, “Technology itself does not change any teaching practice, however, when it is consistent with a theoretical perspective it may have a significant potential” (p. 115). Thus, by means of this proposal teachers may get a clear view as to how to integrate technology for writing development in an effective way from a theoretical perspective. As future teachers should be exposed to innovative teaching methods, this proposal could be included in English as a foreign language (EFL) teacher preparation programs because more support and training are needed to help student-teachers develop ICT (information and communications technology) competences and to effectively integrate technology into language teaching.


  Finally, this proposal is expected to be implemented in a future project in order to promote peer online feedback to help pre-service teachers become better writers and to promote autonomy and self-correction among them. Furthermore, teachers of English in Chile devote too much classroom time to teaching, which limits their time for writing revision. Thus, this future project is also aimed at facilitating their job by means of peer feedback.
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  In this paper we reflect on the extent to which the learner-centred curriculum in English language teaching includes teachers and learners. We briefly describe the top-down nature of curriculum development in Argentina, then describe and discuss personal and collaborative explorations based on our identities as teachers of English in secondary education with a people-centred approach in the classroom. Through this paper we wish to highlight pedagogies and teacher strategies which are enacted for and from the classroom and built around both teachers and learners. Recommendations for policy makers are included.
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  En este artículo reflexionamos sobre la medida en que el currículo basado en el estudiante incluye a docentes y estudiantes. Describimos la naturaleza descendente del desarrollo curricular en Argentina y discutimos exploraciones personales y colaborativas, basadas en nuestras identidades como profesores de inglés en la escuela secundaria, dirigidas hacia un enfoque que incluya los actores áulicos. Mediante este artículo buscamos resaltar aquellas pedagogías y estrategias docentes vividas desde y para el aula y construidas alrededor tanto de docentes como de estudiantes. El artículo incluye recomendaciones para autoridades ministeriales.


  Palabras clave: currículo basado en el estudiante, currículo vivido, enfoque comunicativo, estrategias docentes.

  


  Communicative Language Teaching and the Curriculum


  More than forty years ago the concept of communicative competence, as noted in Fernández (2011), became conflated with the communicative approach which, in turn, became fused with communicative language teaching (Brumfit & Johnson, 1979). Since then, English language teaching (ELT) has placed learners at the heart of the curriculum (Nunan, 1988; Prapaisit de Segovia & Hardison, 2009).


  In Graves’ (2008) words, a curriculum is “the processes and products of planning, teaching, and evaluating a course of study or related courses;” while a syllabus is “a plan for what is to be learned in a particular course or course of study” (p. 147). Graves observes that the specialist approach to curriculum development can be summarized as follows: planning is in the hands of a group of experts; implementation is in the hands of teachers. In our identity as teachers, we believe this is problematic for there exists a lack of alignment between the specialists’ own ideas and what we teachers implement inside the classroom. Instead, Graves proposes the concept of curriculum enactment to emphasize that a curriculum needs to be brought to life to have a purpose, and such a purpose, we shall add, is driven by careful needs analysis of the context in which this curriculum emerges. Yet, to what extent do teachers and learners play an active and equal role in curriculum development? How can we all become active agents and co-developers of this curriculum at the level of development and at the deeper level which curriculum enactment entails?


  In this paper we discuss what ways teachers and learners are part of the learner-centred curriculum in ELT. First, we describe curriculum design in Argentina. Secondly, we discuss different pedagogical explorations based on our experience as teachers of English in secondary education. Last, drawing on these personal experiences, we put forward a people-centred curriculum which represents both learners’ as well as teachers’ voices.


  Learners and Teachers in the Curriculum


  Following the conceptualization of curriculum enactment, the learner-centred curriculum in ELT incorporates both learners and teachers (Nunan, 1988) with different yet complimentary roles (Tudor, 1993). We should all develop strategies “to bridge the gap between learning and instruction” as suggested in Nunan (1995, p. 133) in order to promote memorable and meaningful experiences that transcend the classroom.


  While we cannot deny that the learner-centred curriculum and curriculum enactment embody by definition the relevance of context and a sociocultural view on language learning (Lantolf, 2000; Villacañas de Castro, 2013), developing a curriculum in state education is often far from participatory (Wang, 2007; but see Banegas, 2011). Along these lines Banegas (2013) notes that although there have been efforts to include teachers’ voices, the curriculum is still a top-down process, decontextualized at times, and teachers are seen as implementers. The author adds that curricula in Argentina advocate a learner-centred approach (Braun, 2011) yet teachers and learners are not systematically consulted and more often than not we teachers feel that, when consulted, our opinions are disregarded if these do not coincide with those of the curriculum developers.


  In Argentina, as in many other contexts, Banegas (2013) explains that teachers receive the official curriculum as a guideline. In this sense, the curriculum may be prescriptive but it should not be seen as inflexible or imposed since teachers still have the freedom to depart from it. Nevertheless, the more teachers depart from it, the more we arrive at the co-existence of parallel, sometimes in-opposition, and observed curricula. Although we understand that a learner-centred curriculum should lead to learner-centred lessons (Jones, 2007) without thinking that teachers are overlooked, we sometimes feel, due to institutional or ministerial pressure, that we do not have a say and that our learners are customers we need to satisfy.


  In our experience we develop our syllabus and lessons in a continuum which moves from teacher-centred to learner-centred ones. Such a continuum challenges the misleading extremes or a teacher-centred versus learner-centred dichotomy, and illustrates that a variety in lesson frontedness usually responds to perceived contextual dynamics (Garrett & Shortall, 2002; Lee & Ng, 2010). Yet, isolated practices may not be enough. Instead, we need to encourage and promote these undertakings by exploring our practices (Allwright & Hanks, 2009) and writing about them. That said, how can teachers and learners enact a curriculum which will include everyone’s voices? We believe that through this forum we may motivate colleagues to explore horizontal classrooms, that is, where tensions around power are discussed at the levels of practice and enquiry.


  How to Incorporate Teachers’ and Learners’ Voices


  In Argentina, as in many other contexts, English in secondary education is a mandatory subject and therefore learners’ motivation to learn English may be highly influenced by their desire to pass the subject. Consequently, teachers face the challenge of establishing a dialogue between learner motivation and their own motivation. From a relational view of motivation, Ushioda (2011, p. 203) asserts that we should move from “motivating the person rather than the L2 learner.” In a similar vein, we suggest that we should move from motivating the learner to motivating holistically all the people inside the classroom so that their voices find a meaningful place in the teaching and learning processes and the curriculum. This may lead to a people-centred approach in ELT.


  We can incorporate teachers’ and learners’ voices by having teachers and learners discuss how they wish to teach and learn what they are supposed to learn, and in what ways they can add those contextual features which a top-down official curriculum will never provide. As Banegas (2013) reports, a group of teachers asked their learners to suggest topics, materials, and activities. At the end of each term, learners answered a survey to collect their suggestions. Learners’ preferences were then negotiated and incorporated into what teachers already had developed. Similarly, teachers can reflect and share with their colleagues and learners what their strengths are and what motivates them to teach a lesson. In so doing, we may discover that learner-suggested sources for listening indicate an interest in authentic materials, or we may realize that, as has happened to us, a teacher and learners interested in history may integrate the passive voice and World War II meaningfully.


  Based on our classroom experience, taking into account learners’ interests becomes of paramount importance. As teachers, we should become involved with their everyday lives so as to gather—and then make use of—information as regards their likes and dislikes. The older the learners, the more aware they are of their learning styles. Some learners are more extroverted, some are keen on writing, others enjoy reading and debating, others prefer acting out. The same runs true among teachers. There are no two groups or teachers alike. This kind of information can be truly helpful, especially when dealing with groups of around 40 learners, a common feature in Argentina, and colleagues with different personal styles and lived experiences.


  Involvement to enact the curriculum by promoting everyone’s participation can also be sought by accepting new challenges and activities promoted by other bodies. In 2013, one of the authors of the present paper was invited to contribute to a federal project led by the British Embassy in Buenos Aires. The authors of this article decided to work together by co-teaching a lesson on creative poetry writing. Learners created short poems based on authentic answer phone messages (Spiro, 2004) but what was innovative for everyone was that learners were invited to record their poems as those would be part of an open-access audio library online. Not only did the learners become part of this library, but also the teachers stepped in by recording their contributions.


  If the learning atmosphere is friendly, the learners themselves may openly suggest activities or topics they are interested in. Fortunately, this has happened to us several times. Whenever learners voice their suggestions, we try to implement their ideas in different measures and ways. For example, a group of teenage learners once completed coursebook activ- ities on food but we supplemented the material with authentic videos from cookery programmes with the aim of promoting vocabulary identification and language functions. They welcomed this and suggested recording their own cooking videos. They exerted themselves to use as many verbs as possible and they posed many questions about pronunciation prior to recording. They were eager to share their videos and dishes with the rest of the class. In retrospect, we felt that what started as learners’ spontaneous reaction led to a project.


  Such a project prompted another one about healthy habits and physical exercise. On this occasion, teacher and learners agreed to make a video or a class demonstration about a sport or other activity familiar to them. In class, the choice of sports was negotiated as learners did not wish to repeat them. Learners had to carry out internet searches for information as they realized they would need content and subject-specific vocabulary. Some of the videos included special locations and props. This was possible as the teacher felt involved in the project and did not remain as an outsider facilitator.


  When working with coursebooks, teachers may add follow-up activities through which they can participate fully along with their students. In our school, a learner suggested describing clothes but also finding out about fashion through the decades. One of the teachers took this suggestion and added that each group should dress accordingly. What these learners did not know was that the teacher herself decided to take part and entered the classroom wearing striped Oxford trousers, a spotted T-shirt, a long black wig, huge sunglasses, and a flowery necklace.


  While the experiences outlined above may depend on teachers’ individual characteristics, they all reinforce the need for involvement of all the people inside a classroom in different ways. If either the teacher or the learners are not truly involved, the lessons can turn out to be dull or meaningless. More often than not, we teachers find ourselves giving our learners tasks or activities we ourselves rarely find useful or relevant. Filling in the gaps, deciding whether statements are true or false, choosing the appropriate answer are mere examples. The truth is that our learners can perceive that we are not fully into the activity, and they complete them only because they have to. However, when we teachers are convinced that what we ask our learners to do is significant for them and for us, they will definitely launch themselves into the tasks. We should be captivated with the task so as to expand this feeling towards our learners. In this landscape, teachers and learners need to negotiate the curriculum so that the lesson becomes a motivating environment for everyone.


  In addition, the examples above indicate that teachers may work towards a people-centred curriculum by maximizing the potentialities a coursebook may bring. A coursebook topic or activity may trigger the planning of a project or a materials supplement as was the case of cookery programme videos. In this regard, McGrath (2013) makes the case that teachers can adapt and supplement coursebooks by involving learners as co-authors of classroom materials. Not only can learners suggest topics or activities, but they can also contribute to enacting the curriculum by providing sources of input, games, or presentations, or become engaged in access-self materials as suggested in Tomlinson (2011). We have experienced situations where learners suggested websites they can work on autonomously or sitcoms videos because they believe that the language sounds “more real,” as a learner put it informally (see Al-Surmi, 2012).


  From the Bottom Up


  When teachers give room for learners’ participation and allow themselves to have a say, a negotiated syllabus through a people-centred approach is enacted, but, how can we let curriculum planners know about these democratic and motivating context-responsive endeavours?


  With the support of school principals, teachers may write systematic reports and experiential accounts of their enacted curriculum and include learners’ own work and sample materials or activities. These reports could then be submitted to curriculum planners through the hierarchical structures in place in each context so that curriculum planners can collect stories and voices (Banegas, 2011) and, hopefully, realize that they should see teachers and learners as co-authors of the ELT curriculum. Readers may find the suggestion of including teachers’ voices familiar. Yet, to what extent do we read reports of curricula based on teachers’ and learners’ views?


  Teachers and learners can develop a people-centred classroom with the aim of enacting a context-responsive curriculum and a sociocultural view of learning. In other words, the classroom should represent both teachers and learners in constant negotiation even when reports indicate that including learners’ perspectives on classroom practices does not seem to have sustainable impact on motivation (Ruesch, Bown, & Dewey, 2012). A context-responsive curriculum and a people-centred approach could be implemented through an extremely simple tool we have: dialogue. These dialogues do not need to be about radical changes at once but, nevertheless, will begin to be seen as evidence of steps towards critical language teaching (Huang, 2012; Rocha Pessoa & Urzêda Freitas, 2012). If each teacher introduces small classroom changes towards a people-centred approach and then these are shared among colleagues and reported to their superiors, there will be a time when teachers’ and learners’ voices will begin to shape the future of ELT curricula (Banegas, 2013).


  Implications for Policy-Makers


  The suggestions we propose above are a reflection of the possibilities we have in our ELT teaching contexts in southern Argentina. However, we do not claim that the conditions to achieve these suggestions are currently found in all contexts, even within Argentina. While we understand that flexibility and participation may be granted and exercised in different degrees across contexts, we believe that teachers can take small but continuous steps towards emancipation and democratisation of ELT curriculum development.


  Nonetheless, it is not enough for teachers to raise their voices or enact an isolated version of a people-centred approach. A dialogic relationship presupposes more the presence of more than one speaker engaged in communication. In the educational arena, this presupposition implies that policy-makers, curriculum developers, and education planners need to leave their comfort zone and embrace teachers’ interpellations, practices, and wishes to participate as an opportunity for improvement, negotiation, and legitimation of the policies sought to be implemented.


  Policy makers and curriculum planners can achieve teacher engagement at the level of ELT curriculum development by generating actions which help them gather teachers’ opinions and experiences so that efforts to produce a people-centred approach are shared, extended, and adapted. For example, teachers can be invited to share on an online platform via uploading their brief reports, projects, classroom accounts, and learners’ opinions based on their participatory and enacted curriculum. These elements could be used by policy makers to map out curriculum enactment, strengths, and opportunities for change. Furthermore, policy makers can work towards an ELT curriculum which emerges from the intersection of top-down regulations and agreements and school realities. In so doing, policy makers will also become part of a curriculum built upon curriculum planners, teachers, and learners, among other agents.


  Conclusions


  A people-centred approach will be a new space for reflection, negotiation, mutual understanding, and recognition of all the paths we can critically walk towards knowledge creation and recreation. Nevertheless, a people-centred approach should be strengthened through the support of a participatory ELT curriculum. In ELT, teenagers need to have a voice so that their needs, interests, motivations, and creative selves are part of the classroom. After all, they are the centre of our endevaours and their participation should be direct. In other words, if we wish to find out more about them as learners, we must ask them in a space of mutual respect and understanding. We should not make decisions based on our intitution or assumptions. We should base our informed decisions on information gleaned after having listened to them in this participatory space. This space needs to feature constant dialogue and willingness to innovate, explore, share, and negotiate. That is, we should not do solely what learners wish. They are not our customers and both parties are aware of our different but interrelated identities.


  Sometimes teachers are reminded of focusing on learners in terms of strategies and motivation. However, giving learners a voice does not erase teachers and their own motivations. Involving teachers in the equation will also impact learners.
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Table 1. Indicators of a Research Culture (Based on Salazar-Clemena & Almonte-Acosta, 2007, p. 4)
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Rules and procedures on the granting of financial and non-financial rewards
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Research commilce

Research monitoring body that screens the types of research conducted and
looks into cthical dilemmas involved, especiall in sensitve felds.

Publications

Quality and quantity o rescarch produced by the faculty members.
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Table 1. Textual Units That Caused Students Problems to Comprehend Information

Textual Anaphoric Expressions.

Textual Cataphoric Expressions

Exophoric Expressions

One such a rading route was
overland.
once they sppered.
Nations came to exchange their
good
several of these ships...
the people of the town...
In houses where they fell.
The discase case suddenly...
The plague continued to spread....
did everything fhey could to
preserve...
We understand these things
(interactive anaphoric expression).

< The symptoms included.

« I such numbers s called “plague”

+ Where it took on the name of “the
black death”

+ Those peasants who were leftalive.

+ The main culprt was  flea and &
tny...

« Another form of the plague was
spread...

a third form was spread by the.

Cataphoric expressions intended to

evaluate:

+ Doctors—real and fraudulent

a discase spread in such a quick

and contagios manner

« The impact of society was enormous.

‘Gangs and thieves

Questions as exophoric

expressions

+ What caused allthis death
and change?

Exophoric expressions
(ended to evaluate

+ It must have seemed like the
end of the world

« A newand mysterious
disease

Exophoric expressions o

contextualize the reader: A

drawing of a map to show

the spread of the plague

throughout fourteen century

Europe.
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Figure 7. Sample From a Group of Students Working on the Body Paragraphs Individually
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‘Teaching pronunciation

‘What triggers the explanation of pronunciation?

Student oral errors,

Pronunciation errors while
reading.

Teacher initiative,

‘What aspects of pronunciation does teacher explain?

General observations:
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Table 1. The Courses, the Evaluation and This Project

Date

Courses

Evaluation

This Project

May 2006

Students
« Assignments
« Research projects generated by the course
+ Completed theses drafts
« Class statistics (average attendance, dropouts
and falures, average grades, and so on)

Teachers
« Teacher retrospective end of semester project
reports
Evaluation results

Fall 2006

—

Research Seminar 1

3 teachers’ collaboration
processes

Spring

2007

Research Seminar 11

3 teachers’ collaboration
processes

May 2007

Students
« Assignments
« Rescarch projects generated by the course
+ Completed theses drafts
« Class statistics (average attendance, dropouts
and failures, average grades, and so on)

Teachers
« Teachers’ weekly meetings
« Teacher retrospective end of semester
project reports

Evaluation results—for further research

‘The teachers’ weekly
meetings and the project
reports are the data for the
project reported in this
article
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Self-Assessment Checklist

Never

Sometimes.

Many
times

Always

1. Do you read in English?

2. Can you identify specificinformation ina
textt

3 Can you understand the main idea in a text?

4 Can you make predictions about a text or
reading through a picture or the title?

5. Do you think that scanning s a uscful
strategy?

6. Do you think that skimming is a useful
strategy?

Do you think that making predictions s a
useful strategy?

8. Do you do your actviies o tasks with
responsibilty and commitment?

5. Do youlook up new vocabulary i texts to
improve the eading process?

10-D0 you check and read again the assigned
readingsto complement what you see in
class?
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Figure 1. Socio-Cultural Elements Intertwining With
the Teaching of English in Rural Areas

‘ ‘.
- -
=






OEBPS/Images/v16n2a05t01.jpg
Table 1. Categories and Subcategories

Category

Subcategories

Fostering Autonomy
‘Through the Use of
Reading Strategies

Decision Making for
Learning and Doing
Assigned Homework
Increasing Reading
Awareness

Promoting Motivation

Improving Reading Performance
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Table 1. Research Participants

Student Participant

Observations

“They were the ones who attended all the classes observed. They were

N hmento b eiever ey ot o xplarationsof s
o pronunciation aspects that were mentioned in the clas
- ey stended mostofthe s obsered. They sometines ad doubts sbout
» s how to pronounce certain words in reading sections and they were explicily
jesus taught about some pronunciation aspects in the classroom.
e They wer the sudents that tended st of e e 1n Group . Anther
Erika aspect taken into consideration in ch them was that Javier and Erika
Naomi vy takn clsses with the sme profssor wheress Naom and
Franisco Franisco had ot

"Araod has een caching 5.t Universidad Veracruzan or ove 30 yeare.
N i has b i English and h studicd courses for an i in Education,

Frank has been an B, teacher or 10 years approximately He studicd for an
M in Hispanic Studies in an American University.
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Table 1. Reasons Authors Submitted Their A

for Publication

— Percent of

responses
Contribution to the ELT community 5
Visibility of the journal 3
Fulfilment of a goal N
Support provided by the journal 5
Practical reasons 3
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Table 2. Difficulties Faced Along the Process of Publication

ificulties.

Strategies used to overcome difficulties

Re-submitting manuscripts
Delay due tolack oftime for revisions

Information missing n the irst version

Summarizing

Narrowing the topic

Fulfilling type ofarticl requirements (structure of
aricles reporting research, innovations, o reflections:
the justfication of the manuscrip,integration of
theoretical aspects orstudiesin th fel, discussion of
findings,conclusions, among others)

Perseverance
Discipline

Attention to feedback.

Dialogue with reviewers
‘Communication with co-authors
Proof-reading

Encouragement given by the journal
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Figure 6. Sample From Students (Body Paragraphs)

ZE 3 EERID DO e e
Frm Fw Fe
On one hand it would be better that chidren start their forml education at an
carly age. Thére may be diffrent roasons o support this view. First, when a child
153 0r 4 years old, hs/her Cognitivie capacty i n  very high level s he/she i
able o earn faste.Second, i i recommended that chikdren interact with his
e as soon as possble inorder to develop his social kil Third, the
Knowledge that  child acquires i the schoolcan it be transmitted by parents.

& [0 sorm | sk

On the other hand, achild needs time to play. In the future he will have a long
period of time devoted tostudies, 5 he shouid enjoy thi period in which he
{loes o have any responibiles. Besides, he can spend more time with his

arents, who can take advantage of hat period by sharing 25 much 3 they can
ith therson.

PegeToss
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Group: No. of Ss:
Date: Class time:

Aspects Yes No Observations

Students are exposed to
reading aloud.

The participation in
reading and speaking
activites s voluntary.

Show’ Lack of

Aspects Confidence Confidence

Observations

Reaction of students
swhen they face words

that they do not know
how to pronounce.

How the teacher handles
the previous stuation.

Students practice speat

ng English through:

Participation in

Yes No Observation

Giving comments/asking
doubis.

Reading one exercise.

Reading section.

Readinga setof
sentences chorally.

Readinga w
their own.

ing of

Speaking activities.

“Telling bout the news.
they heard on the radio
as homework.
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Table 2. Questions Asked by the Teacher

‘What insect was responsible for the spread of the
disease?

Its name is?

How were people infected?

How many different ways do you remember the
reading having stated that people could get the
disease?

Why were doctors unable to cure the disease?

Who brought it to Europe?
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Unit

Content

Pronunciation (word stress)

5. Listen and underline the stressed syllables. Listen again and repeat. — bank clerk — waiter

~ lawyer - bus driver - security guard - shop assistant - writer - hairdresser - bodyguard
mechanic - nurse - journalist - pilot - secretary -receptionist - firefighter - graphic designer
- teacher

Pronunciation (‘¢ pronounced orsilent)

2 |8, Listen and underline the words where the letter °” is pronounced. Listen and repeat.
Liked, wanted, hated, walked, looked, moved
3| Nopronunciation content in this unit
Pronunciation (homophones)
9. Listen and mark i the words in each pair sound the same or slighly different. Listen again and
* | repeat
) weather, whether (2) warm, arm (3 se, ea (4) wear, where
Pronunciation /a/
5|8 Listen and repeat.
Blood, flood, love,brother, mother,other, enough, rough, tough, money, some
6| Mo pronunciation content in this unit
Pronunciation (1 1/ 1/ /s/)
7| 6. Listen and number the words in the order you hear them. Listen again and repeat
cats - cach — ', peach - peas - piece, cheese - she's - sees juice — choose — shoes
Pronunciation (stressed syllables)
4 |- Listen and underline the stressed syllable. Listen again and repet.
(1) dra-ma = dra-ma-ti (2) co-me-dy = co-me-dian (3 his-to-ry = his-tor-ical (g) ar-tist =ar-
tistic
9| No pronunciation contentin this unit
Pronunciation (/h/)
10| 6. Listen and circl the words where /h/ is pronounced. Listen again and repeat.

Hurt, heart, hour, honest, ghost, exhaust, whole, perhaps, exhibition
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Figure 1. Categories From the Data Analysis

What deologies does a group o pre- sevie teachersreveal
when they construct meaning oftexts?

Core Gatagory
Habius
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Figure 5. Sample From Students Working Collaboratively in a Wi

Environment

Introducion wa edited by Cami Mo Figueroa
o changes
Introducion was edited by Cami Mo Figueros
o change:
Introduction eas aditd by Comi Mo Figueros

show change:
Introdsction was dited by Bz Cabllero

change

Introduetion was edited by Bz Cablers

chow change:
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Figure 4. Sample From Students (Introductory Paragraph)

INTRODUCTION =
BU L S(Xx ZEB5IEE A3 D0 e e 3 TR
4 bt G Fsm W% e

There are many different ways to deal wiith this topic. There are
families who believe that childhood is a period in which children
should star their education as early as possible. There are other
types of families who want to spend more time with their children
before they start their school period. Both positions have their
advantages and disadvantages|

(e
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Sessions

Activities

Reading Topics

February 14° 016
Session:
Introducing the
Research Project

Introducing he project 1o the dass.
Explaining the benefitsof the project. The purpose

of this session was o persuade learners about the
uscfulnessof the three reading strategics to improve
reading comprehension and develop some features of
autonomy such as making decisions fo learning, aking
responsibiliy for their own learning, increasing reading
awvareness, and increasing motivation.

We explained to the students that they were going o
take three sessions of two hours each with each one of
the three reading srategies (scanning, skimiming and
making predictions). Task would integrate the three
‘phases of reading: pre-eading, while eading and post-
reading.

‘We taught the strategies explicitly, particularly using
teacher modeling i order for earners to gt used to the
strategies and put them into practie.

Some samples of readings
using scanning skimming, and
making predictions were taken
to get learners conscious of
how to use the three reading
strategies,

February 21%and
Session 2: Scanning.
Session1

Reading abouteveryday activites.
Learners found specific information ina passage after
they got some language preparation fo the text

Inthe pre-reading phase, they had to look at different
pictures related to everyday activities and say the
activities. Then, they wrote the actvites on the board.
Inthe while-reading phase, they were asked to find
specificactions o activites in ashort text

Inthe post-reading phase, they had to write the activities
they did every day: Then,they were asked to discuss
with the person next to them the actvites they had in
common and the actviiesthat were diffrent.

Hobbies

March 1#10 6%
Session 3: Scanning
Session 2

Reading How to make a vegetable soup.
Learners found specific information in a shortstory
regarding How to make a vegetable soup.

Inthe pre-reading phase, tey had totalk about.

the common vegetable products they grew in their
‘community and what they could do with those products
Inthe while-reading phase, they were asked to read a
shortstory about a girl who was a good cook. Before
reading the story they had to read some questions and
then select the best ption based on specifc things that
happened inthe story.

How to make a vegetable
soup.
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“The following questions attempt to explore personal opinions about your professional experience asan
English teacher in a rural area. Please answer them thoroughly; the information provided will be used
for research purposes only.

1. How long have you been teaching English?
2. What i your academic background?

Tevel ‘Name of course Institution

3. Where have you worked as an English teacher?

Institution Rural area Urban area

4. Why are you working in a rural area?
5. How do you describe the experience of working in a rural area?
. What differences or similarities will you point out between working in a rural or urban area?
7 What do you know about the national programme of bilingualism-xvs?

8. What impact has the N7 had on the context where you work?

9. What is needed to enhance language learning and teaching processes

the region in terms of

Resources

The context

Professional level

Personallevel

Local needs

Other

10.How do you describe the role of an English teacher in a rural area?

Other comments
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Figure 3. Distribution of Tasks in a Wiki Environment
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Self-Assessment Checklist

Never

Many
times

Always

1. How ofien do you read outside the classroom
for your own interest?

2. Can you understand the main idea in 2 text?

3. Can you identify specificinformation ina text?

4 Can you make predictions sbout a text through.
a picture or the ttle?

5. Do you think that scanning s 3 useful straegy?

6. Do you think that skimming s  useful strategy?

Do you think that making predictions is a use-
fulstrategy?

5. Do you do your acivitiesor tasks with responsi-
bty and commitment?

5. Do you look up new vocabulary in texts to
improve your reading comprehension process?

10.D0 you check and read again the assigned read-
ings to complement what you study n class?

1. Do you monitor and sef-assss your own learn-
ing process to overcome any diffculties?

12.D0 you think that the strategies implemented in
class are usel for you to use n other contexts?

13.Do you think that the use of strategies engages
you to read more in English?

14.D0 you believe that the reading process i better
when you use reading strategies?
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Figure 1. Rheme and Theme Progression Obtained From the Article “English Only Laws"
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Figure 2. A Wiki Environment
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Sessions

Act

ies

April10* to 12*
Session 6
Skimming Session 2

Tearners looked at the text and matched the headings
(D) with the paragraphs (-4).

Learners identifed the main idea of the text.

In the pre-reading phase,learners had to say the names
of the animals and their characteristics. Then, they talked
about the most and the least dangerous animals,

Inthe while-reading phase, they looked at thetext and
matched the headings (1-D) with the paragraphs (1-4)
“Then, they shared their answers.

Inthe post-reading phase,they selcted an animal of
their region and wrote a short description of i (type of
animal, characterisics, color, foods it cas, place i lives).

Dangerous animals.

Aprili7* 019
Session 7 Last
Skimming Session

Learners found the main idea of a passage about diffrent
types of dairy cows.

Inthe pre-reading phase, they mentioned the types of
cows they saw in a poste. Then, they had to name the
colors of these types of milk cows. After this,they were
asked about these cows in their region.

In the while-reading phase, they answered some
questions about the text “Milk Cows.

Inthe post-reading phase,they were asked to select

‘one of the milk cows presented and talk about . For
example, they could talk about the origin of that type of
o color, weight, main characteristics (small o big).
“They made a presentation for the class.

Different types of dairy cows.

April 24 to 26
Session 5: Making
Predictions
Session 1

Learners made predictions about school matters.
“They talked about the most relevant issues that happened
ina school.

In the pre-reading phase, learners predicted the topic of
the text through the analysis of different pictures. Then,
they read the text by chunks and made predictions of
what was going to happen nex. There were some tips for
helping them to do a communicative task using “should”
and “should not”

In the while-reading phase, they needed to give advice to
some people

In the post-reading phase, they were asked to discuss
with a classmate some tipsfor staying healthy (using
“Should" and “should not")

School matters
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Table 1. Participant Profiles

Areas of Acader
Writing

Educ:

ional Background

Years of Bilingual
Writing

B Spanish asa Second

s e st |2 S Spanch Engich
Ml e e -
o tnerice Bl echr | sa o o Span i
Roberto tnserice Bl cschr | sa s v Spnih g
Linds F— 4o LnggeSudics | Spanic Engt
oty o Langage Wiing | s LagusgeSudies | 0 Spant Enl
R Comermtions Ansyis | sho LanggeSudes | 5 panish rench
vara — ho Al tingiics | Sy gl
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GROUP B

Aspectsof
pronunciation

taught

131 11 14 1 191 T

Difference between "car” and “can't
“The endings in regular verbs in the past/t/ /d/ dJ.
Difference between /b and /v/.

Advice about stress and intonation.

Some specific words such as early, said, could, convenient, share, yet,river, Russia,,
comfortable, chocolate, timetable, people, great, magic, mind, really, though, attractive,

dining.
‘Words they see in the How the real pronunciation
Partcipants How they pronounced them
i3 paragraph T i
Jdai fexd/ feridail Jdarts Jexdsdl [kaed tid]
died, aged, credited, very,
o e ey | toeryt st sy Pyeril fstoil fsto.is]

Laura (“'Z'dﬂ s z'fmm o | /Pondulum fkeisid.eds I'pen.djvlom/ /ken'sid.od/

e o dont | /achievl fpoberlav/ 1o'fivdl Ppovatt Navdl
poverty foved dea Jdits 1deb/
Russia, poor, Feafal [poie fimpobairted] | Frafel fparel imipoverapl
impoverished, abandoned, | /a’been.donin /da /ncimi/ | o'been.dond! /dat/

e died, named, educated, | ed jukertd /Eskotlond/ | Inemd) Fed o kevud/
Scotland, entered Jenor/ /skotlond/ fen.tord/
penniless published, | /pennials/ /pablifes Tpen.ilos! [pabl /pov.

Veronica poems, Virginia, beloved, | /pou.ms! /Boidsm,o/ /--—~/ | ms/ /voidsmnjol forlavad
dicd, entered, disowned | /dai/ fentor/ disaund] | dan entord) /drsound!

Fpoum/ /sined [Batdsinjol | /pouami [3nd [vadsmiol
poem, eamed, VIG5, i b ! Pucemd) beci

Monica died rmed ied,, | (EUDEIMI | ] Pramd e

attributed, unmarked, even

Jmtrbjut /anmaked/
Fizbont

Ivea.riasliy
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Figure 2. Lexical Density: Sample Paragraph Analysis

Q: Doesn't biliagual edycation slow
Jaisans ohildrens learnins of 12 jexical vords
Enalish, in contrast to the “gak. (/o (05
Or 30" meihiod that was used in

the past?
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Sessions

Activities

Reading Topics

March 8 t0 13*
‘Session 4 Last
‘Scanning Session

‘Tearners read about the importance of pants for e
on carth. They could understand specific ideas of the
passage.

In the pre-reading phase, they looked at a photosynthesis
chart, Then, the teacher asked them the importance of
photosynthesi, the parts of the plant, and what plants
produce.

In the whilereading phase, they were asked firt to read
some statements and then they needed to go to the text
as fast as they could to find out if they were truc or false.
After this, we shared the answers.

In the post-reading phase,learners had to write two true
statements and a falsc one about the text green plants”
Then, they read the sentences to the class in order for the
others to ideniify the fase statement

Green plans (the process of
photosynthesi)

March15® to 20
Session 5: Skimiming
Session 1

Learners found the main idea of the text.
In the pre-reading phase,learners described the
environment of a z00 with the support of a z00 picture
given by the teacher. Then, they had to ist some beautiful
animals and some dangerous ones found in a z00. After
this,they were asked to talk about the foods those
animals usually eat

In the while-reading phase, they read the text and
‘matched the story with it appropriate picture. Then, they
talked t0 the class about how they organized the story:
Next, they had to complete a eading map which had

the ollowing information: Tile of the reading, seting,
characters, main animals, foods that animals were eatng.
“They had to do this actvity individually and then share
their answers with the class

In the post-reading phase, they worked in groups of
three o talk about wh they liked about the reading, the
importance of the reading in real lie asa way to protect
the animalsin danger of extinction, and how we as
itizens should take care of those animals when we visit
200, Part ofthis post-eading task was done in Spanish
because of thelevel ofthe learners. Learners used
“Should" and “shouldn to give advice about how to take
care of animals when going toa 00.

A visit to the zoo.
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Figure 1. The Collaborative Writing Process

Parallel Writing Sequential Writing R::c(\il‘:/?(\l\allrl(:;g

It consists of the subdivision of It consists of editing a text Al parts of the writing task
tasks. Each member writesone  through different phases. One are done by all members.
part of the text simultancously.  member writes the fist part of ‘They all together work

the text then she shares her/his around a single document.

part with a second member who
continues the text and o on untl
a final version Is reached.





OEBPS/Images/v16n2a02a01.jpg
Aim:

At the end of the topic students will be able to express orally the origins of Yellow
Journalism.

Intended outcome:

At the end of the lesson students will be able to describe the key information of a
graphic text using Journalist’s questions. Moreover, the students will be able to
compare and contrast headlines found in modern tabloid papers with stories
published in The Worid and Journal.

1. Observe carefully the cartoon and figure out what is It about?

ot vicrevd (ion oot coul
We e A BN g wocel
Mt e ¥ o Sl ey |

§ Use Mm m help you
| understand d new vocabulary.
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GROUP A

1K 161 Ipl Iv]
‘The endings in regular verbs in the past /t/ /d/ /id.

Aspects of 1 dorit pronounce the T" i words like calm, palm, balm.
pronunciaion | /e/ it i not pronounced "€" in words with " as initial consonant.
taught ‘Mark_Anthony efect (put the words together).
Some specfc words suchassince, prade, Belgium, month, chord, cho, ache, chor,
chorus,chemisty,jewelry people, Avon, vacuuming,calm
paricpants | WoRdsthey sccnthe [ Hove they pronounced How th real
paragraph them pronunciation s
Stories,edited, Tstonis fedaid! Tstocris fedid]
devastating, Southern, | Adeb.stertiy/ fsatan/ | Mevastevtm /sdon/
Erika married, Virginia, three, | /maeeid/ birginia/ tri/ | /marid/ vaidzin.ol /i
dismissed, important, | /drsmised/ fmipztont/ | ismust/ Amipax.ont/
consdered Ikonisder/ Ikonsndad/
Published, story, vault, | /pablft fisozei folt/ | Pol /pabI /saii/
Javies style, published, death, | /estails /pablif/ /de8) Jvolt stail 1deé/
Tplpabl festiil TpeLpa bl /st
Palpale sty s, | 5 vy | P ey
pmcecer guened, OIS | eban i [for! | Fever! o
Spbiit ity Jsolf ol
Stories, followed, Jestowris/ Tol.uf risaived! | /Stozris/ /foLoud) /i
received, public,both, | /pablik/ beut [-bessed/ | /pabliki /baud -berst/
Naomi based, death, worried, | /ded! /warid! helé/ 1468 Fearid]
health, published, poc, | Fpabl!/pavm/ Ihel [pab /pavam/

considered, ever Ikeniid o/ feber/ Ikenisidad) evar/






